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ABSTRACT 
 
The purpose of the study was to assess the attitudes of teachers towards 
inclusive education and also the factors that influence such attitudes in Junior 
Secondary Schools in the Butterworth Education District (BED) in the Eastern 
Cape Province. 
The study was mainly focused on circuit 7 in which most urban and rural schools 
existed. Quantitative research methods were used. Survey design was used to 
conduct the study. The population of teachers of circuit number 7 was three 
hundred and forty eight (348). Then thirty percent (30%) of that population was 
calculated to form the sample. The sample was constituted by 104 teachers. 
Stratified sample was used to select the sample. This means that there were 52 
male teachers and also 52 female teachers in the sample. Questionnaires which 
were designed by the researcher were used to gather data from public Junior 
Secondary School teachers. The questionnaires had Likert scale of 4 points to 
allow participants to express their extent of agreement or disagreement with the 
statements. The questionnaires consisted of 3 sections, biographical information 
of the participants, 30 statements about inclusive education and the last section 
consisted of one open-ended question. The questionnaires were pilot tested 
using the sample which was constituted by 12 teachers, 6 were males and 6 
were females. Distribution and collection of questionnaires to and from teachers 
took five weeks. The collected data were analyzed using Statistical Package for 
the Social Science (SPSS) version 17 for Microsoft word. The nominal and ordinal 
scales were used to code the data. The analyzed data were presented in the 
form of numbers in tables. The researcher interpreted the data. The findings of 
the study showed that the majority of teachers were positive about inclusive 
education although they cited lack of training, resources and facilities for 
inclusive education. 
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       CHAPTER 1 
  
1.1 INTRODUCTION 
 
The study seeks to examine the attitudes of teachers of the Butterworth 
Education district towards inclusive education. It is hoped that this study will 
shed some light on the attitudes of teachers towards inclusive education, that is, 
whether they are positive or negative and also to determine whether there are 
some interventions that may be made by the Department of Education (DoE) to 
address the findings or short comings. Other areas to be discussed in the 
proposed study include the following: theoretical background, statement of the 
problem, research questions, rationale for the study, significance of the study, 
limitations of the study, definition of terms and also paradigmatic perspective in 
Chapter 1, Chapter 2, a literature review that is relevant to the topic of the 
study,  Chapter 3, the research methodology to be used in the study, Chapter 4, 
data presentation, analysis and interpretation and Chapter 5 which deals with the 
discussion of the findings, conclusion and recommendations. 
 
1.2 THEORETICAL BACKGROUND 
 
 Theories and values held by teachers strongly shape their teaching practices 
and preferences for students (Kagan, 1992). Pajares (1992) points out that all 
teachers hold beliefs about their work, their students, and in a broader context, 
their confidence to affect student performance. The researcher concurs with 
these authors although this depends on the teachers‟ background, the values 
they hold, their life experiences, type of upbringing, their religious and cultural 
convictions and beliefs. It is generally known that some people in other places 
such as Tanzania believe that if one is born a disabled child, that you may be 
treated as a curse to such an extent that long ago you or (your child) might have 
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been killed because you were not accepted by society (3rdDegree@etv.co.za). It 
is the general perception that even nowadays some people do not accept such 
children to such an extent that they are ridiculed by their peers, colleagues and 
are sometimes not even promoted to senior positions in their work places to such 
an extent that the South African government has established special department 
that is the Department of Women and Children. It is the researcher‟s belief that 
as teachers are also human beings, so they cannot be divorced from society and 
societal practices.  
 
There is potential for conflict as teachers respond to schools‟ expectations that 
are different from their beliefs, and in turn try to reconcile them in their 
classroom practices (Macnab & Payne, 2003). It is well established that teachers‟ 
expectations about students will affect their instructional goals and methods 
(Mavropoulou & Padeliadu, 2000). For instance, if the teacher is to teach 
students who are above average or average in terms of their intelligence 
quotient (IQ) level, the teacher will quickly and easily understand that half of his 
or her job is reduced because the students will quickly grasp and understand the 
content of the subject quickly. But if the same teacher were to teach students 
whose IQ level is too low, then that teacher‟s level of motivation would be to 
some extent negatively affected. 
 
The Department of Education has advocated for the implementation of Outcomes 
Based Education (OBE) of which inclusive education is part in all public, 
mainstream and private schools. The teachers in public, mainstream schools 
have never been prepared and trained to implement Outcomes Based Education 
to such an extent that they are still using the old system of teaching and 
assessing student performances suitable for them. The researcher bases this 
statement on his own personal experiences as a teacher and also as a member 
of a School Management Team (SMT) in one of the junior secondary schools at 
Nqamakwe. Moreover, teachers‟ instructional tolerance [the range of variance in 
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disabilities a teacher can effectively accommodate] necessitates the exclusion of 
some students with disabilities because, since teachers‟ knowledge is finite, some 
students fall outside of teachers‟ unique stock of pedagogical knowledge and 
skills. As a result, teachers simplify their instructional task to target the range of 
students with similar instructional needs that fall within their own instructional 
tolerance (Gerber, 1988, 1995; Gerber & Semmel, 1985). 
 
In view of the many responsibilities imposed on teachers, Lampert (1985) 
describes teachers as dilemma managers with ambiguous identities. In such 
environments, teachers‟ beliefs are situational because they are influenced by a 
variety of  implicit and explicit mandates that define and limit their instructional 
practices (Duffy, 1982).The researcher fully agrees with Lampert (1985) that 
teachers are dilemma managers with ambiguous identities in that teachers have 
various and differently interlinked roles to perform. These roles include being a 
parent to their students, mediators or problem solvers in their schools, 
counselors or psychologists to students who are faced with or affected by family 
or societal problems, employees in a bureaucracy, subject specialists, classroom 
directors, teacher unionists, playing pastoral roles, role models to their students, 
managers of schools.  
 
The researcher agrees with Duffy (1982) concerning the notion that teachers‟ 
beliefs are situational because at the present moment in our schools, there are 
no facilities specifically available to accommodate disabled learners. These 
facilities include wheelchairs and ramps in schools to access upper level 
classrooms and libraries, there are no psychologists employed at schools to 
support teachers and disabled learners, for instance braille for visually challenged 
learners. However, if the necessary conducive atmosphere can be created, that 
is, the essential equipment be made available, educational psychologists 
employed in all schools to support all teachers and learners who are able and 
disabled, teachers‟ beliefs can change to accommodate and take care of all 
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learners irrespective of their situation. In order to cope with these pedagogical 
dilemmas as well as the variance in student instructional levels, teachers seem to 
agree with the philosophy that schools should provide benefits for all children 
(Gerber, 1988, 1995) but seem to disagree with the notion that the general 
classroom is the only avenue (Scruggs & Mastropieni, 1996; Zigmond & Baker, 
1996). 
 
Research on teachers‟ attitudes towards inclusion has been carried out in most 
regions of the world and mirrors the political agendas of these countries in 
focusing attention on the exclusion of children from educational opportunities 
(United Nations Education, Scientific and Cultural Organization, 1994). 
Internationally, some countries have enacted legislation pertaining to integration 
of students with disabilities (Abosi, 2000) and some have begun the process of 
implementing these programs or policies (Meijer, 1998; UNESCO, 1994). 
 
Research seems to support the notion of a general culture of teaching (Lortie, 
1975), in that attitudes of teachers towards students with disabilities are 
consistent and similar, irrespective of the different national cultures in which 
teaching takes place (Thematic Group 9, 1996). For example, a cross study 
conducted on teachers‟ attitudes in Haiti and the United States of America (USA) 
revealed that teachers in the two countries had similar attitudes towards 
inclusion (Dupoux, Wolman & Estrada, 2005).  In a study conducted by Dupoux, 
Hammond, Ingalls and Wolman (2006) concerning teachers‟ attitudes towards 
students with disabilities in Haiti comparing urban with rural teachers, they 
discovered that rural teachers did not differ from teachers in urban areas. 
According to studies that were conducted by Sakari (2003) to assess attitudes of 
1 636 Zambian and Finnish teachers towards inclusive education, attitudes 
varied. Finnish teachers were by far most optimistic in that they expressed 
positive attitudes. Zambian respondents preferring a more segregated 
educational environment for children with different disabilities (expressed as a 
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negative attitude). Findings support the idea that teachers‟ attitudes towards 
inclusion are important in developing an inclusive school system (Sakari, 2003).   
  
Other findings indicate that variables representing teachers‟ cognitions and 
beliefs are more important in predicting attitudes than variables related to the 
teachers‟ actual experiences of teaching. In the South African scenario a study 
was conducted in the Western Cape Province  with a group of primary school 
teachers and this study confirmed that teachers‟ attitudes towards inclusion were 
positive (Davies & Green, 1998: 100).   
 
According to the findings of the study which was jointly conducted by  
Geldenhuys and Pieterse (2005), in the Nelson Mandela Metropole, Port 
Elizabeth, Eastern Cape, on how senior phase teachers in lower socio-economic 
schools perceive their own level of  preparedness with regard to inclusive 
education, they discovered that most teachers expressed a negative attitude 
towards inclusive education while only a few teachers expressed positive and / or 
ambivalent attitudes towards inclusive education. 
 
This seems to suggest that there are problems with the implementation of 
inclusive education in South Africa. This is supported by numerous studies 
conducted in different parts of the world in which teachers express negative 
attitudes citing high learner/teacher ratio, lack of parental involvement, time 
constraints, lack of experience in dealing with Learners with Special Educational 
Needs (LSEN), lack of professional supportive structures at school and district 
level and also the lack of resources to implement inclusive education. These 
problems are also echoed by Kubyana (2008), advising Government to take note 
of negative attitudes and train teachers towards a more accepting change of role 
in the practice of inclusive education. 
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 The Department of Education of South Africa has the Education White Paper 6 
(EWP6) (DoE, 2001) which contains inclusive education based on the 
Constitution of the Republic of South Africa, Act Number 108 of 1996. The 
Education White Paper 6 strongly emphasizes the necessity of inclusion which is 
responsive and sensitive to the diverse range of learning needs (DoE, 2001: 12). 
The Education White Paper 6 (2001: 26) states that some learners may require a 
more intensive and specialized form of support to be able to develop their full 
potential. Furthermore, the Education White Paper 6 also acknowledges that 
different learning needs may also arise because of negative attitudes to and 
stereotyping of differences, inappropriate and inadequate support services and 
inappropriately and inadequately trained education managers and teachers. 
 
 According to the Department of Education (2003: 3), teachers are key 
contributors of education in the Republic of South Africa (RSA). They are the 
mediators of learning who need to develop themselves and be ready to engage 
with innovations in the education system. It is the researcher‟s observation that 
emphasis lies with learners to be accommodated to mainstream classes but very 
little is said about teachers. According to the researcher‟s observation it seems as 
if the Department of Education does not take the attitudes of teachers towards 
inclusive education into account when it contemplates the idea of inclusive 
education. It is the researcher‟s assumption that the Department of Education 
assumes that all teachers will simply acquiesce and obey instructions as if they 
do not have their own beliefs, perceptions, values, feelings and ability to reason.  
 
It is the researcher‟s point of view that the implementation of inclusive education 
in mainstream schools depends on the attitudes of teachers. This is also echoed 
by Geldenhuys and Pieterse (2005) in their article that the success of the 
implementation of inclusive education will largely be determined by the ability of 
teachers to deal effectively with learners with special educational needs. The 
ability to work successfully within an inclusive classroom will be influenced by the 
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high quality professional preparation of teachers as well as the attitudes of 
teachers towards OBE as the researcher cannot divorce inclusive education with  
concerns from Outcomes Based Education. 
 
Based on the findings of other researchers such as Davies and Green (1998), 
Sakari (2003), Geldenhuys and Pieterse (2005) and Kubyana (2008) the 
researcher strongly believes that there is a need for the study to be conducted 
on teachers‟ attitudes towards inclusive education in the Butterworth education 
district, Eastern Cape. It is the researcher‟s observation that Butterworth 
teachers are generally against the idea of inclusive education. The researcher 
bases this on the negative comments they consistently make in cars, taxis, 
buses, shebeens or taverns, staffrooms and also in Outcomes Based Education, 
Revised National Curriculum Statement (RNCS) workshops.  For instance some 
say, “We are sick and tired of this [inclusive education].‟‟ „„We don‟t know where 
was this taken from and where is it taking us to?‟‟ Others say, „„Whoow! it‟s a 
change for the sake of change.‟‟  Another says, „„Hey! I am about to take early 
retirement after so many years of teaching normal learners now we are told to 
teach disabled learners.‟‟   
 
In addition, there have been no studies conducted by any researchers 
concerning attitudes of teachers towards inclusive education in the Butterworth 
school district. Butterworth is convenient to the researcher as it is where he lives. 
Furthermore, the researcher believes that the previous education system of 
training, that is prior 1994, was not designed to equip teachers with the 
necessary skills and knowledge currently required for learners with disabilities, as 
there were separate institutions such as Efata in the old Transkei region of which 
Butterworth is part that were allocated to learners with disabilities. It is the 
researcher‟s observation that there are no workshops conducted by the 
Department of Education in the Butterworth school district pertaining to inclusive 
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education to equip teachers with the necessary skills and knowledge to 
accommodate learners with disabilities in their classroom.   
 
1.3 STATEMENT OF THE PROBLEM 
 
It was the researcher‟s observation through negative comments consistently 
made by teachers about inclusive education that teachers were not in favour of 
inclusive education. Therefore, the researcher has found it necessary to conduct 
a survey study on the important role that attitudes play in influencing teachers‟ 
behaviour in discharging their professional duties in schools.  
 This research is aimed at: 
 Assessing the attitudes of teachers of junior secondary schools towards 
inclusive education at circuit number 7 in the Butterworth education 
district; 
 Assessing teachers‟ attitudes in terms of differences in gender, 
geographical school location and also phase teaching towards inclusive 
education; 
 Assessing other factors that may contribute to these attitudes. 
 
1.4 THE RESEARCH QUESTIONS 
 
The proposed study was guided by the following questions: 
 
1.4.1 The main research question:  
 
 What are the attitudes of teachers towards inclusive education in the 
Butterworth Education district? 
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1.4.2 Sub-questions: 
 
 Are the attitudes of teachers towards inclusive education positive or 
negative? 
 Is there a difference between the attitudes of male and female 
teachers towards inclusive education? 
 Is there a difference between the attitudes of rural and urban 
teachers towards inclusive education? 
 Is there a difference between the attitudes of intermediate and senior 
phase teachers towards inclusive education? 
 What are some of the factors contributing to such attitudes? 
 
1.5 THE OBJECTIVES OF THE STUDY 
 
Having outlined the research questions in the previous paragraph, the following 
are the objectives of the study: 
 
 To study the attitudes of teachers in Butterworth towards inclusive 
education. 
 To study the difference between the attitudes of male and female 
teachers towards inclusive education. 
 To study the difference between the attitudes of rural and urban teachers 
towards inclusive education. 
 To study the difference between the attitudes of intermediate and senior 
phase teachers towards inclusive education. 
 To study some of the factors that contribute to such attitudes. 
 
 
 
  
26 
 
1.6 RATIONALE FOR THE STUDY 
 
It is the researcher‟s observation that the introduction of the Education White 
Paper 6 (DoE, 2001) which contains inclusive education for all public and private 
schools in the South African education system, is viewed by many teachers and 
some commentators as just one of the policies that are increasing the already 
overloaded work of teachers as they already struggle to meet Outcomes Based 
Education requirements. Moreover, some schools are understaffed, there is a 
high level of lack of relevant resources to teach even normal learners in our 
schools. The researcher bases this statement on his own experience as he has 
taught in several schools and heard the same comments made by teachers in 
general. The proposed study will bring to the fore or shed some light on whether 
South African teachers are actually positive (ready) or negative (not ready) about 
the implementation of inclusive education since they have not been trained and 
prepared by the old training system to deal with disabled learners. Lastly, no 
workshops are currently being run by the Department of Education and no 
experienced and qualified educational psychologists are employed to visit schools 
on a continuous basis and to give support and guidance.  
 
1.7 SIGNIFICANCE OF THE STUDY 
 
Attitudes, as they are emotionally charged, have an impact on the success or 
failure of a policy and teachers‟ attitudes towards inclusive education play an 
important role in the implementation process (Kubyana, 2008). Therefore, a 
study of this nature will provide useful information about the attitudes of 
teachers towards inclusive education in that: 
 
 Education planners and policy makers may use the findings of the study to 
assess whether inclusive education encourages positive or negative 
attitudes among teachers. 
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 Whether inclusive education is one of the reasons that encourages some 
of the best teachers to leave the teaching profession. 
 The results of this study may help in framing the focus of the designers / 
developers of the inclusive education policy. 
 The findings of the study might also assist to identify where interventions 
are needed. 
 The results of the study may also assist decision-makers to decide 
whether to continue or discontinue with inclusive education. 
 
1.8 LIMITATIONS OF THE STUDY 
 
The following are some of the factors or elements that may limit or even 
invalidate the proposed study: 
 
 Refusal of the teachers of circuit number 7 to participate in the study may 
force the researcher to either change the topic or to request teachers of 
another circuit to participate in the study. 
 There may be unreachable / inaccessible respondents due to bad roads and 
weather which may lead to the late or unpunctual delivery of questionnaires 
to the intended participants leading to the concerns mentioned below. 
 Non-availability of cellular networks to remind the respondents about 
completion and return of questionnaires and time frames may also contribute  
to the low return rate of questionnaires. 
 Low return rate of questionnaires from the respondents will lower the 
credibility, trustworthiness, validity and also reliability of the study as 
insufficient data will have been gathered to justify the findings, research 
evidence is the collected data and not a reflection of the researcher‟s thinking 
and beliefs. Schumacher and McMillan (1993: 157) define credibility as 
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referring to the extent to which the results approximate reality and are 
judged to be trustworthy and reasonable. 
 Mostly returned but unanswered questionnaires (by the respondents) will also 
reduce the credibility and validity of the study as not sufficient evidence will 
have been collected. 
 The results of this study cannot be generalized to the whole population of 
teachers in the Butterworth education district because only teachers at circuit 
number 7 will be involved in the study. 
 
1.9 DEFINITION OF PERTINENT TERMS 
 
1.9.1 Attitudes 
 
According to Oxford Advanced Learner‟s Dictionary (2000: 62), attitude is 
the way that one thinks and feels about somebody or something. It is the 
way that one behaves towards somebody or something. 
 
1.9.2 Butterworth district 
 
It is a geographical area in the old Transkei homeland located between 
Dutywa and the Great Kei River, constituted by Ngqamakwe, Centane and 
Butterworth towns in the Eastern Cape Province. 
 
1.9.3 Inclusive education 
 
It is a process of addressing and responding to the diversity of needs of 
all learners through increasing participation in learning, cultures and 
communities, and reducing exclusion within and from education. It 
involves changes and modifications in content, approaches, structures and 
strategies, with a common vision which covers all children of the 
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appropriate age range and a conviction that it is the responsibility of the 
system to educate all children. Rather than being a marginal issue on how 
some learners can be integrated in mainstream education, inclusive 
education is an approach that looks into how to transform education 
systems and other learning environments in order to respond to the 
diversity of learners (UNESCO, 2005: 15). 
 
1.9.4 Teacher 
 
It is a person whose job is teaching especially in a school (Oxford 
Advanced Learners Dictionary, 2000: 1228). 
 
1.10 SUMMARY 
 
As pointed out, globally some countries have already started the process of 
drafting inclusive education policies and others are busy implementing these 
policies. The Department of Education in South Africa has also introduced its own 
Inclusive Education White Paper 6 of 2001. This chapter reveals in its 
introduction that the study will examine the attitudes of teachers in the 
Butterworth Education district towards inclusive education. Background shows 
the findings of other studies regarding inclusive education that were conducted 
globally and nationally. The statement of the problem outlines the aim of this 
study, that is, assessment of attitudes of teachers of intermediate and senior 
phases towards inclusive education at schools in circuit number 7 in the 
Butterworth Education district as well as some of the factors that may contribute 
to such attitudes. This is followed by the research questions and also the 
objectives of the study. The rationale for the study explains the reasons for this 
study. Significance of the study is about what education planners, policy makers 
or developers and decision makers can learn from its findings. The last part 
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explains the factors that may limit the validity of this study such as refusal of 
teachers to participate in the study, low return rates of questionnaires from 
participants and also includes the definition of operational terms such as 
attitudes, inclusive education, teachers. The next chapter will discuss the 
literature review. 
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CHAPTER 2 
 
LITERATURE REVIEW 
 
2.1  INTRODUCTION 
 
Having outlined the objectives of the study, this chapter seeks to review relevant 
literature on the issue of teachers‟ attitudes towards inclusive education. The 
literature survey aims to add to the understanding of the research questions and 
to place the study into historical perspective (Schumacher & McMillan, 1993: 
112). It also attempts to provide a comprehensive understanding of what is 
already known about the topic (Mertens, 1998: 35). The contribution made by 
this study is on the subject of inclusive education. The issue referred to is 
discussed under the following headings: 
 
 Attitude  
 Inclusive education 
 Attitudes of teachers towards inclusive education 
 Some of the factors that contribute to such attitudes 
 
2.2  ORIENTATION TOWARDS THE DEFINITION OF “ATTITUDE”  
 
 Kuper and Kuper (1985: 50-52) contend that the concept of attitude is “the 
most distinctive and indispensable concept in contemporary social psychology.” 
Baron and Byrne (1994: 129) concur, stating that attitudes shape individuals‟ 
perceptions of the world and their social behaviour. Attitudes, behaviour and 
feelings are inextricably linked. People‟s attitudes determine their behaviour 
towards the objects, animals and people that they encounter, and include their 
relationship with themselves. 
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2.2.1  Definition of an attitude 
 
The Concise Oxford Dictionary (1992: 70) defines attitudes as “1 (a) a settled 
opinion or way of thinking. (b) behaviour reflecting this. 2 (a) a bodily posture. 
(b) a pose adopted in a painting or play especially for dramatic effect….” Other 
than its contextual versatility, the word “attitude” has also shown a steady 
change over time (Kruger, Smit & Le Roux, 1996: 151). 
 
Baron and Byrne (1994: 129), Rajecki (1990: 347) and Secord and Backman 
(1964: 594) assert that attitudes involve associations between attitude objects 
(virtually any aspect of the social world) and evaluations of those objects. Baron 
and Byrne (1994: 192) believes that attitudes can be viewed as evaluations of 
various objects that are stored in memory, that is verbalized or verbalizable 
tendencies, dispositions or adjustments towards certain acts (Kiesler, Collins & 
Miller, 1969: 7). According to Oskamp (1991: 8), the central feature of all 
definitions of attitude is the idea of readiness for response, which means that an 
attitude is not behaviour, or something that a person does, but it is rather a 
preparation for behaviour, a predisposition to respond in a particular way to the 
attitude object. (The term “attitude object” includes things, people, places, ideas, 
actions, or situations, either singular or plural). 
 
For the purpose of this study, the researcher with reference to Van den Aardweg 
and Van den Aardweg (1988: 26); Mohsin (1990: 1); Rajecki (1990: 4); Lord 
(1997); Kiesler, Collins and Miller (1969:5); Baron and Byrne (1994); Oskamp 
(1991: 8-9); Lewin (1986: 154) and Nachamias and Nachamias (1992: 241), 
define an “attitude” 
 
a mental or neutral state of readiness represented by cognitive, feeling 
and behaviour, organized through experience, deliberate learning and 
heredity. This exerts a directive or a dynamic influence upon an 
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individual‟s response to all objects and situations with which it is related. 
The mental or neutral state is a hypothetical construct, thus transducers 
have to be used in order to operationalise the attitude concept. 
 
2.2.1.1 The tri-componential view of an attitude 
 
According to Lord (1997: 222), Oskamp (1991: 9), Rajecki (1990: 347) and 
Secord and Backman (1964: 100 & 579), attitudes have three fundamental 
components: the thought or cognitive component, the feeling or the affective 
component and the action or behavioural component. Rajecki (1990: 347) calls 
these three components the A-B-C of an attitude. According to this model, A 
represents the Affective (feeling) domain or component, the B represents the 
Behavioural (action) domain and C represents the Cognitive (thought) 
component. When one holds an attitude, these three components are 
interrelated and can be represented in a stool fashion as follows: 
 
 
(a) 
Figure 2.1 A tri-componential view of an attitude 
 
2.2.1.1.1 Introduction of the three attitude components 
 
 A thought / cognitive component 
 
A thought / cognitive component consists of ideas, experience and beliefs 
that the attitude-holder holds about the attitude object (Lord, 1997: 223). 
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In the case of this study, the attitude-holder is the teacher and the 
attitude object is inclusive education or the disabled child. The teacher‟s 
thoughts are influenced by the situation (intrinsic & extrinsic) in which 
he/she finds him/herself in relation to the implementation of inclusive 
education (Rossouw & Lamprecht, 1995: 4). The teacher‟s thoughts about 
his/her own thinking (metacognition) will help to shape his/her attitudes. 
The teacher‟s mind in this case is his/her head, that is, the teacher thinks 
with his/her head (Celliers, 2000). 
 
 An affective or emotional component 
 
An affective or emotional component refers to the feelings and emotions 
(likes & dislikes) that the teacher holds toward the implementation of 
inclusive education. This can manifest itself as enthusiasm, commitment 
and morale. The teacher‟s mind in this case is in his/her body, that is, the 
teacher feels with his/her heart (Celliers, 2000). 
 
 A behavioural or action component 
 
A behavioural or action component consists of the teacher‟s actions and 
tendencies towards the attitude object. The teacher‟s mind in this case is 
in his/her actions. This means that the teacher believes in his/her actions 
and shows commitment and personality in the actions or behaviour that 
he/she portrays. However, this does not mean that the teacher is an 
impulsive actor (Celliers, 2000). 
 
The three attitude components exist simultaneously in an attitude though 
in different proportions. There is a tendency to think that thought is 
superior to actions and emotions. All three attitude components are 
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important. Their interrelatedness can be compared to a stool with three 
legs. 
 
 
 
 
 
Figure: 2.2. Stool with three legs 
(b) 
 
 
 
 
 
Figure: 2.3. 
  (c) 
Should one of the legs break off, the stool will collapse. 
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2.3   INCLUSIVE EDUCATION 
 
2.3.1 The concept of inclusive education 
 
 UNESCO (2000: 6) defines inclusive education as a process of addressing and 
responding to the diversity of needs of all learners and reducing exclusion, within 
and from education in order to afford all their basic human rights to education 
and right to social participation. It is a principle that refers to the rights of all 
learners to feel welcome in a supportive educational context. An inclusive 
approach is about responding to the diversity of all learners in the classroom in 
order to avoid learning breakdown or exclusion and in this way, promoting 
effective teaching and learning. 
 
Naicker (1999: 90) states that inclusive education was introduced to South Africa 
by the National Commission on Special Needs in Education and Training 
(NCSNET) and the National Committee on Education Support Services (NCESS). 
These committees found that the majority of disabled people felt that they 
needed to be educated in the mainstream or formal education. The NCSNET and 
NCESS suggest that these children should not be devalued or discriminated 
against by being excluded or sent away because of their disability or learning 
difficulty. This constitutes a challenge to the Education Department that learners 
who experience barriers to learning arising from a particular impairment, should 
as far as possible be accommodated in ordinary classrooms. Naicker (1999: 37) 
further states that barriers can be located within the broader social, economic 
and political context. These barriers manifest themselves in different ways and 
only become obvious when learning breakdown occurs, when learners drop out 
of the system or when the exclusion becomes visible. The Ministry of Education 
outlines commitment in the Education White Paper (DoE, 2001: 6) for the 
provision of educational opportunities, in particular for these students who 
experience barriers to learning, that their needs can be recognized in a vision of 
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an inclusive education and training system which can only be developed over the 
long term. 
 
According to the South African Constitution (Act 108 of 1996), Section 29 (i) as 
cited in Naicker (1999: 36), everyone has a right to basic education, including 
adult basic education, and further education, which the State, through 
reasonable measures, must make progressively available and accessible. In an 
inclusive education, there is the reconsideration and restructuring of teaching 
approaches. In order to address this restructuring, teaching approaches, pupil 
groupings and use of available support for learning appear to be the key features 
of the inclusion process by which a school attempts to respond to all students as 
individuals by reconsidering its curricular organization and provision (Sebba & 
Ainscow, 1996: 9). Inclusion is a process. According to Clough (1998: 84) it is 
not merely about providing access to mainstream schooling for learners who 
have previously been excluded, but for existing schooling systems in terms of 
physical factors, curriculum aspects, teaching expectations and styles and 
leadership roles, to change. Inclusive education is about the participation of all 
learners, and also the removal of exclusionary practices. 
  
2.3.2 Attitudes of teachers towards inclusive education (globally) 
 
Research on teachers‟ attitudes towards inclusive education has been carried out 
in most regions of the world and mirrors the political agendas of these countries 
in focusing attention on the exclusion of children from educational opportunities 
(UNESCO, 1994). Globally, some countries have enacted legislations pertaining to 
integration of students with disabilities (Abosi, 2000) and some are beginning the 
process of implementing these programs or policies (Meijer, 1998, UNESCO, 
1994). As mentioned earlier, numerous studies have involved teachers‟ attitudes 
towards inclusion and the results vary. 
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 The majority of teachers surveyed had strong negative feelings about inclusion 
and felt that the decision makers were not cognisant or unaware of classroom 
realities (Snyder, 1999). Leyser, Kapperman and Keller (1994) conducted a 
cross-culture study of teachers‟ attitudes towards inclusion in the USA, Germany, 
Israel, Ghana, Taiwan and the Philippines. The outcomes of the study revealed 
that there were differences in attitudes to inclusion among these countries. 
Teachers in the USA and Germany expressed the most positive attitudes. 
Teachers‟ attitudes were significantly less positive in Ghana, the Philippines, 
Israel and Taiwan. In that study the researchers assumed that this could be due 
probably to limited or non-existent training for teachers to acquire integration 
competencies, limited opportunities for integration in some of these countries, 
teaching experiences and experience with students with special education needs. 
 
Scruggs and Mastropieri (1996) in their meta-analysis of 28 survey reports from 
1958 until 1995 reported that two thirds of the respondents agreed with the 
general idea of integration, and a little more than half expressed a willingness to 
teach students with special education needs in the classroom. 
  
In another study in the United Kingdom which was conducted by Clough and 
Lindsay (1991) investigating the attitudes of teachers towards integration (over 
the past ten years) and to different kinds of support, their research findings also 
revealed some evidence that attitudes had moved in favour of integrating 
children with special educational needs. This study also revealed that although 
the respondents appeared more supportive towards integration, they varied in 
their views regarding the most difficult need to meet. 
 
From the perspective of students with disabilities, the majority benefits of 
inclusive education include equal access to social and academic opportunities. 
The benefits of such opportunities are well documented. In particular, a study by 
Fitch (2003) tracked students with disabilities for six years. Some students began 
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their school experience and remained in segregated classrooms while others 
began in a segregated classroom but moved to an inclusive setting as they grew 
older. The results were particularly striking. For students who were educated in 
segregated classrooms all their lives, they strongly identified with being an 
outsider, were embarrassed and ashamed, and wanted to escape their special 
setting. Often, students reported feelings of resignation of being stupid or not 
smart enough for regular classrooms. This study also supported the findings by 
Hall and Strickett (2002) who also reported that students with disabilities who 
were educated in segregated settings lacked age-appropriate social interaction 
and had decreased levels of peer engagement. Students in inclusive classrooms, 
on the other hand, “constructed a relatively confident hopeful sense of 
themselves as legitimate participants in the mainstream school culture” (Fitch, 
2003: 237). Students in inclusive classrooms reported feelings of having learnt 
more, made more friends and had higher levels of self-concept, including self-
efficacy and self-esteem. 
 
2.3.3 Attitudes of teachers towards inclusive education in the South 
African literature review 
 
 In a study which was conducted in the Nelson Mandela Metropole, Eastern Cape 
by Geldenhuys and Pieterse (2005) investigating the preparedness for inclusive 
education of South African teachers in lower socio-economic schools, the results 
revealed that the overwhelming majority of teachers expressed negative 
attitudes. Only a minority of teachers expressed either positive or ambivalent 
attitudes towards inclusive education. 
 
Another research conducted in the North West Province by Materechera (2009) 
showed that many teachers were in favour of inclusive education but that the 
pragmatic issues were not favoured by many teachers. Instead they brought 
uncertainties and the dilemma or middle-of-the-road positions of the inclusive 
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education phenomenon. This indicated that commitment to the ideals of inclusive 
education is different to the implementation of inclusive education (Materechera, 
2009). 
 
The study by Mdikana, Ntshangase and Mayekiso (2007) investigating the pre-
service educators‟ attitudes towards inclusive education at the University of the 
Witwatersrand in Johannesburg also revealed that even pre-service teachers are 
positive with regards to the inclusion of children with special needs. Similar 
findings were also confirmed by the studies of Davies and Green, 1998; Gordon, 
2000; Dada and Alant, 2002; Van Reusen, Shoho and Barker, 2000; Agran, Snow 
and Swaner, 1999 which indicated that pre-service teachers have a positive 
attitude towards inclusive education. 
 
2.3.4 Attitudes of male and female teachers towards inclusive 
education 
 
Chopra‟s (2008) study indicates that attitudes of male elementary school 
teachers were different from female elementary school teachers which means 
that male teachers were more positive towards inclusive education. This 
researcher asserts that male teachers are more aware of the inclusive education 
than their female counterparts. The findings of the study by Loreman, McGhie-
Richmond, Barber and Lupart (2008) revealed that boys on average are more 
positive with respect to inclusion issues than girls. The researcher assumes that 
this may be due to the degree of exposure that boys have to disabilities than 
girls. 
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2.3.5  Attitudes of rural and urban teachers towards inclusive 
education  
 
Attitudes of teachers towards students with disabilities are consistent and similar 
irrespective of the different national cultures in which teaching takes place 
(Thematic Group 9, 1996). For instance, a cross study conducted on teachers in 
Haiti and the USA revealed that teachers had similar attitudes towards inclusion 
(Dupoux, Wolman & Estrada, 2005). In a study conducted by Dupoux, 
Hammond, Ingalls and Wolman (2006) concerning teachers‟ attitudes towards 
students with disabilities in Haiti comparing urban with rural teachers, they 
discovered that rural teachers did not differ from teachers in urban areas. 
 
 Chopra‟s (2008) study results differed from those of Dupoux, Hammond, Ingalls 
and Wolman when she compared the attitudes of urban and rural school 
teachers‟ attitudes towards inclusive education. Her study‟s results revealed that 
urban teachers‟ attitudes towards inclusive education were more positive in 
comparison to rural teachers. Chopra concluded that this might be because 
urban teachers were more aware of inclusive education since urban schools have 
more facilities for inclusive education and all teachers using internet and media 
are more aware than rural teachers. 
 
2.3.6 Attitudes of intermediate and senior phase teachers towards 
inclusive education 
 
According to the literature review it seems that no studies have been conducted 
comparing attitudes of teachers of intermediate and senior phases. Most of the 
studies conducted were concerned attitudes of teachers of foundation, senior 
phase or senior secondary schools. For instance, the study conducted by 
Geldenhuys and Pieterse (2005) in the Nelson Mandela Metropolitan was about 
preparedness of teachers of senior phase for inclusive education. 
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2.3.7  Factors contributing to attitudes to inclusive education 
 
The literature review or survey has suggested that teachers‟ attitudes are 
possibly influenced by a number of factors which are, in many ways, interrelated 
or interdependent. These factors are grouped as child-related, teacher-related 
and educational-environment-related variables. This typology framework is 
suggested by Avramidis and Norwich (2002: 134). 
 
2.3.7.1 Child-related variables 
 
The nature and severity of the disabilities of learners influence the attitudes of 
teachers. Teachers‟ concepts of children with Special Educational Needs (SEN) 
normally consist of types of disabilities, their prevalence and the educational 
needs they exhibit (Clough & Lindsay, 1991).  
 
Generally, teachers‟ perceptions could be differentiated on the basis of three 
dimensions: physical and sensory, cognitive and behavioural-emotional. That was 
revealed by the study conducted by Forlin (1995) in which the acceptance of 
inclusion was lower for children with an intellectual disability than children with a 
physical disability. The extent of acceptance for part-time integration was high 
for children considered to have mild or moderate SEN. The majority of teachers 
(95%) believed that mild physically disabled children should be integrated part-
time into mainstream classes, and only a small number of teachers (6%) 
considered full-time placement of children with severe physical disability as 
acceptable. (Forlin, 1995) similarly, the majority of teachers (86%) believed that 
only children with mild intellectual disability should be integrated part-time into 
mainstream classes. A very small number of teachers (1%) considered full-time 
placement of children with intellectual disabilities viable because of their belief 
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that it would be more stressful to cope with children with SEN full-time as 
opposed to part-time.  
Forlin‟s (1995) findings indicate that the degree of acceptance by teachers for 
the placement of children with SEN in mainstream classes declines rapidly with 
converse increase in the severity of the disability across both physical and 
cognitive categories, and placement should be part-time rather than full-time. 
This also seems to be a tendency in other studies (Soodak, Podell & Leman; 
1998, Al-Khatteeb, 2002; Al-Khatteeb, 2004; Al-Khatani, 2003).  
 
In the study by Clough and Lindsay (1991) the majority of teachers surveyed 
ranked the needs of children with emotional and behavioural problems as being 
most difficult to meet, followed by the children with learning difficulties. Third in 
the ranking were children with visual impairments, and fourth were children with  
hearing impairment. They associated the low ranking of children sensory and 
physical impairments with the relatively infrequent existence at that time of 
these children in mainstreams classes. 
 
2.3.7.2 Teacher-related variables 
 
The literature survey reveals that a host of specific teacher variables, such as 
gender, age, years of teaching experience, grade level, contact with disabled 
persons and other personality factors, may impact upon a teacher‟s acceptance 
of the inclusion principle: 
 
 Gender 
Pertaining to gender, the evidence appears to be inconsistent, in that some 
researchers note that female teachers have a greater tolerance level for 
inclusion/integration and for special needs persons than male teachers (Aksamit, 
Morris & Leunberger, 1987; Eichinger, Rizzo & Sirotnik, 1991; Thomas, 1985). 
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Harvey (1985), however, found that there was a marginal tendency for female 
teachers to express more positive attitudes towards the idea of integrating 
children with behavioural problems than male teachers. Beh-Pajooh, 1992; 
Berryman, 1989; Leyser, Kapperman & Keller, 1994, on the other hand, did not 
report that gender was related to attitudes. 
 
 Age-teaching experience 
Teaching experience is another teacher-related variable cited by several studies 
as having an influence on teachers‟ attitudes. Younger teachers and those with 
fewer years of teaching experience have been found to be more supportive of 
integration (Berryman, 1989; Center & Ward, 1987; Clough & Lindsay, 1991). 
Forlin‟s (1995) study, for instance, shows that acceptance of a child with a 
physical disability was highest among teachers with less than six years of 
teaching and declined with experience for those with six to ten years of teaching. 
The most experienced teachers (more than 11 years of teaching) were the least 
accepting. Forlin (1995) also obtained a similar result for the integration of a 
child with an intellectual disability. His study seemed to indicate that as teachers 
gained experience in teaching, they became less accepting of integration. 
 
 Grade level taught 
The variable grade level taught and its influence on teachers‟ attitudes towards 
integration has been the focus of several studies. Leyser et al. (1994) in their 
international study discovered that senior high school teachers showed 
significantly more positive attitudes towards integration than did junior high 
school and elementary school teachers, but that junior high school teachers were 
significantly more positive than elementary school teachers. Other American 
studies revealed that elementary and secondary teachers differed in their views 
of integration and the kind of classroom accommodations they make for students 
who are integrated (Chalmers, 1991; Rogers, 1987), elementary teachers report 
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more positive views of integration and its possibilities than did their secondary 
counterparts (Savage & Wienke, 1989). Salvia and Munson (1986), in their 
review, concluded that as child‟s age increases, teachers‟ attitudes become less 
positive to integration, and attributes that teachers of older children tend to be 
concerned more about subject-matter and less about individual child differences. 
This is also echoed by Clough and Lindsay (1991) who claim that, for teachers 
more concerned with subject-matter, the presence of children with SEN in the 
class is a problem from the practical point of view of managing class activity. 
Avramidis and Norwich (2002) believe that the argument might be that a primary 
school ethos is more holistic/inclusive, while secondary is subject-based, and that 
might impinge on teacher attitudes. 
 
 Training 
In the study by Geldenhuys and Pieterse (2005) findings suggest that  all the 
participants expressed the opinion that they did not perceive themselves as 
prepared in terms of the necessary knowledge and skills to cope effectively  with 
an inclusive classroom. These authors indicated that both their pre-service and 
in-service training were not sufficient or appropriate to prepare them for an 
inclusive classroom. These findings were also supported by the findings of other 
studies by Al-Khatteeb (2002) and Beh-Pajooh (1992). Marchesi (1998) found 
that professional training of teachers was reported to be one of the key factors 
of successful inclusion. In Siegel and Jausovce (1994), in-service training was 
highlighted as an effective way of improving teacher attitudes towards inclusion. 
Dickens-Smith (1995), for instance, studied the attitudes of both regular and 
special teachers towards inclusion. Both groups of respondents revealed more 
favourable attitudes towards inclusion after in-service training than they did 
before, with regular education teachers showing the strongest positive attitude 
change. Dickens-Smith (1995) concluded that staff development is the key to the 
success of inclusion. 
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 Teachers‟ beliefs 
Canadian research has identified another factor that influences not only teachers‟ 
reported attitudes towards inclusion, but their actual teaching styles and 
adaptations in heterogeneous classrooms, that is, their views about their 
responsibilities in dealing with the needs of students who are exceptional or at 
risk. Jordan, Lindsay and Stanovich (1997) found that teachers holding a 
„pathognomonic‟ perspective, in which the teacher assumes that a disability is 
inherent in the individual student, differed in their teaching instruction from 
those closer to an „interventionist‟ perspective, in which the teacher attributes 
student problems to an interaction between student and environment. Teachers 
with the most pathognomonic perspectives demonstrated the least effective 
interaction patterns, whereas those with an interventionist perspective engaged 
in many more academic interactions and persisted more in constructing student 
understanding. 
 
2.3.7.3  Educational environment-related variables 
 
Attitude studies reveal that environmental factors impact on the formation of 
teachers‟ attitudes towards integration/inclusion. One such factor consistently 
associated with a more positive attitude is the availability of support services at 
the school level and in the class (Center & Ward, 1987; Myles & Simpson, 1989; 
Clough & Lindsay, 1991). Avramidis and Norwich (2002: 140) assert that the 
support can be both physical (resources, teaching materials, IT equipment, a 
restructured physical environment, hearing aids, etc) and human (learning 
support assistants, special teachers, speech therapists, etc). Clough and Lindsay 
(1991) argue that special education specialist teachers are important co-workers 
in providing advice to subject specialist teachers on how to make a particular 
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subject accessible to children with SEN. Center and Ward (1987) found that 
children with a mild sensory disability integrated in mainstream classes did not 
cause anxiety to mainstream teachers because of the confidence generated by 
the presence of itinerant teachers for these children and experience of working 
with itinerant teachers positively affected teacher attitudes.  
Vaughn, Schumm, Jallad, Slusher and Saumell (1996) conducted a study 
examining special education teachers‟ perceptions of inclusion using focus group 
interviews. The majority of the teachers, who were currently participating in 
inclusive programs, had expressed strong feelings about inclusion. The teachers 
cited several factors that affected the success of inclusive education such as 
class size, inadequate resources and lack of adequate training. 
 
2.4   SUMMARY 
 
Definition of attitude together with its three components such as psychological, 
emotional and behavioural parts were discussed. Inclusive education as a 
concept was also discussed, that all children should have equal access to 
education irrespective of the nature of their disability. Attitudes of teachers 
towards inclusive education globally and nationally were discussed including 
comparing rural and urban, male and female teachers. The factors that 
contribute towards such attitudes of teachers towards inclusive education were 
discussed, these included child-related variables such as the severity and nature 
of the disabilities, teacher-related variables such as gender, age-teaching 
experience, grade level taught, training, teachers‟ beliefs and also educational 
environment-related variables such as support services available to school and in 
the class. 
 
Chapter 3 will focus on the research methodology of this study. 
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CHAPTER 3 
 
RESEARCH METHODOLOGY 
 
3.1     INTRODUCTION  
 
This chapter deals with research design, tools to collect data, pilot-testing, target 
population, sampling and data analysis techniques that will be used to conduct 
the research. 
  
 3.2   RESEARCH DESIGN 
 
According to McMillan and Schumacher (2001), survey data is used to describe 
and explain the status of phenomena, to trace change and to draw comparisons. 
These authors maintain that the word design refers to the degree of control the 
researcher manages to exert over his or her survey environment. McMillan and 
Schumacher (2006) define research design as the plan that describes the 
conditions and procedures for collecting and analyzing data. Schumacher and 
McMillan (1993) explain further that the goal of a sound research design is to 
provide results that are judged to be credible and define credibility as referring to 
the extent to which the results approximate reality and are judged to be 
trustworthy and reasonable. 
 
 According to the Oxford Advanced Learner‟s Dictionary (2000), a survey is an 
investigation of the opinions, behaviour. of a group of people, and is usually 
done by asking them a series of questions. Mouton (2001) states that if a 
suitable design has been applied to the survey then one of the strengths should 
be that it will have the potential to generalize to large populations. Creswell 
(2003) states that the purpose of the survey design is to generalize from a 
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sample to a population so that inferences can be made about some 
characteristics, attitude, or behaviour of this population.  
 
The researcher used a survey design to assess the attitudes of teachers towards 
inclusive education. The survey design was relevant to collect data from a 
sample whose characteristics and responses were representative of the whole 
population. It was the researcher‟s belief that a survey would allow the 
researcher to study the opinions, beliefs, attitudes, views etc of the population. 
The findings of that sample were generalized to that particular population. 
 
3.3  RESEARCH SITE 
 
The study was conducted at circuit number 7. That circuit consists of mostly 
junior secondary (grade 7 to 9) schools in the Butterworth Education district and 
is constituted by rural and urban schools. 
 
3.4  TARGET POPULATION 
  
A population is a group of elements or cases, whether individuals, objects, or 
events that conform to specific criteria and to which we intend to generalize the 
results of the research (McMillan & Schumacher, 2006). A population is a 
collection of objects, events or individuals having some common characteristics 
that the researcher is interested in studying (Roscoe as cited by Mouton, 1998). 
The results of this study will be generalized to this population as the target 
population. 
 
According to the statistics of the Butterworth Education district, the number of 
teachers in circuit number 7 is 348. Therefore, the population of teachers from 
which the sample was drawn for the study at circuit number 7 was 348.  
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This study involved male and female teachers, living in townships, city and rural 
areas, teaching at intermediate and senior phases. Only teachers who were 
permanently employed were allowed to participate in the study.  
 
3.5  SAMPLING  
 
A sample is a group of subjects or participants from whom data are collected 
(McMillan & Schumacher, 2006). This sample is drawn from the target population 
to which the findings of the study will be generalized.  Participants are individuals 
who give information in the study and from whom data are collected. 
 
 According to McMillan and Schumacher (2006) there are two major categories of 
different sampling techniques, namely probability and non-probability sampling. 
In probability sampling subjects are drawn from a large population such that the 
probability of selecting each member of the population is known. Each member 
of the population has an equal chance of being included in the sample. In non-
probability sampling, the probability of selecting a participant from the population 
is unknown. The latter part is also echoed by Bless (2000) who defines non-
probability as referring to the case where the probability of including each 
element of the population in a sample is unknown and continues to add that 
some elements might even have no chance of being included in the sample. 
 
The researcher chose probability sampling. The aim of the researcher was to 
ensure that every member of the population had an equal chance of being 
selected in the sample. This study used stratified random sampling to choose the 
sample from the population. The intention of the researcher was to compare the 
attitudes of male and female teachers, those teachers living in rural and urban 
areas (towards inclusive education) and according to the phases they taught.  
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According to McMillan and Schumacher (2006), in this method of sampling that 
is, stratified random sampling, the population is divided into subgroups, or 
strata, on the basis of a variable chosen by the researcher, such as gender, age, 
location, or level of education. Within each stratum, independent sampling is 
then conducted. This sample serves as respondents in the study. 
 
  In randomizing the sample, the researcher asked the school principals of circuit 
number 7 to provide a list of names of teachers, their schools, who were 
teaching intermediate and senior phases and also male and female teachers‟ lists 
compiled separately. Once these lists had been received, the researcher compiled 
a fresh list of male teachers in urban schools only. Thereafter, the researcher 
compiled a fresh list of male teachers teaching in rural schools only. The same 
exercise was done for female teachers teaching in rural and urban schools. After 
that, each member in each group was assigned a unique particular number. After 
that, 26 subjects were randomly drawn from each of the four subgroups. 
 
Since the researcher wanted to use a sample which was non-proportional, the 
sample was made up of 50% male teachers and 50% female teachers 
irrespective of the number of male and / or female teachers constituting the 
population. In other words, whether in the population the number of male 
teachers is less than the number of female teachers, the number of male 
teachers was equal to the number of female teachers in the sample of the study. 
Thirty percent (30%) of the 348 teachers was 104 teachers who then 
participated in the study, 52 males and 52 females. According to Schumacher 
and McMillan (1993), dividing the population into subgroups also allows the 
researcher to compare subgroup results. 
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3.6  RESEARCH INSTRUMENTS TO COLLECT DATA 
 
3.6.1  Questionnaire 
  
Crafford, Moerdyk, Nel, O‟Neill, Scheicher and Southey (2006) refer to 
questionnaires as research tools used to get people to respond to the same set 
of questions for experimental and survey research strategies. Babbie (2005) 
explains that a questionnaire is a document containing questions and other types 
of items designed to solicit information appropriate for analysis. Questionnaires 
are used primarily in survey research but also in experiments, field research and 
other modes of observation. 
 
The researcher used the questionnaire as an instrument to collect data. The 
reasons of using it were that it uses simple language, easy for respondents to 
answer, anonymity is guaranteed, uses short items, easy to analyze and edit 
data, applies the same questions to all subjects, economical, possible biases of 
an interviewer are eliminated, a questionnaire can be standardized to provide 
comparable data and lastly, the respondents cannot be intimidated by the 
presence of the researcher and that almost any problems can be investigated 
through the questioning of respondents on the matter (Niewoudt, 1996). 
 
 Crafford et al. (2006) agree and maintain that questionnaires also have the 
advantage of making it possible to gather a large amount of data quickly and at 
a time and place that suits the respondents.  The questionnaires were dispatched 
to the participants during and after school hours, (as it happened that some of 
the intended respondents were not at school at the time of delivering the 
questionnaire and the researcher could be told about their whereabouts and was 
able to deliver the questionnaires to them as he was to use his car to also collect 
them after a week). These questionnaires contained Part A which asked 
respondents to provide their biographical information by putting an x where it 
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was required to do so, Part B consisted of closed questions in which the 
respondents were asked to choose from the already predetermined list of options 
by the researcher in the Likert scale of four points to express the degree of 
agreement or disagreement with the statements (See appendix E). Part C was an 
open-ended question in which the respondents were allowed to express their 
views about inclusive education.  
 
3.7   PILOT STUDY 
 
McMillan and Schumacher (2006) recommend that a researcher conducts a pilot 
study before using questionnaires in their study. This is also echoed by Fouche 
(1998) who emphasizes that only after the necessary modifications have been 
made following the pilot test, should the questionnaire be presented to the full 
sample. This enables the researcher/s to make any changes that should be made 
in terms of rephrasing so that they will be easily understood by respondents, to 
estimate whether it takes too long to complete and also whether the instructions 
are clear. The respondents should be provided with space to make some 
comments about individual items and the questionnaire as a whole, during the 
pilot testing.  
 
The researcher conducted pilot-testing of the questionnaire using 12 
respondents. These respondents had the same characteristics as the main 
sample to which the questionnaires were to be administered. The respondents 
consisted of six male teachers and six female teachers. Six male teachers were 
made up of three male teachers from rural schools and three male teachers from 
urban schools. Six female teachers were made up of three female teachers from 
rural schools and three female teachers from urban schools. The pilot testing 
took three days, that is, teachers were given questionnaires on Monday and 
were collected on the Thursday of the same week so as to give the respondents 
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enough time to complete the questionnaires and also to avoid forgetfulness as 
well as the loss of the questionnaires over the week-end. 
 
The main purpose of pilot testing the questionnaire was to determine whether 
items were clearly or badly worded so that badly worded items could be modified 
or eliminated, to determine whether there were too difficult items for the 
respondents so that these items could be modified or eliminated, that the 
language used was easily understood by all the respondents and also to estimate 
the time required to complete the questionnaires. Space has been provided for 
respondents to make some comments on each item and also some comments 
about the questionnaire as a whole. The researcher asked a supervisor to assist 
him in compiling the items. Pilot testing was conducted in the first week of 
December 2009. 
   
3.8   VALIDITY AND RELIABILITY 
 
3.8.1 Validity 
 
According to Wiersma and Jurs (2009), validity of measurement is the extent to 
which an instrument measures what it is supposed to measure. Validity ensures 
the generalisability of the research findings to similar situations. 
 
In this study the face validity of the questionnaire was done by the researcher 
together with his supervisors. The questionnaire was also tested for content 
validity to ensure that it measured what it was meant to measure. 
 
3.8.2 Reliability 
 
Reliability is the second most important characteristic of any good questionnaire. 
The reliability of a measurement instrument is a key factor in research. Every 
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instrument used to collect data in any research must be reliable. Reliability is the 
consistency of the instrument in measuring whatever it measures (Wiersma & 
Jurs, 2009). This means that it should yield more or less the same results 
whenever it is administered. Pilot testing was also conducted to ensure reliability 
and validity of the questionnaire. 
 
3.9  DATA COLLECTION PROCEDURES 
 
Questionnaires were distributed to the relevant participating teachers by the 
principals in some schools because teachers were saying they were too busy with 
their professional work since it was at the beginning of the year. In some schools 
the researcher was allowed to distribute the questionnaires himself. The 
researcher gave the respondents one week to complete the questionnaires. 
 
In the following week to the researcher‟s disappointment and surprise only a 
mere 6% of 104 questionnaires were satisfactorily completed from the targeted 
return. The researcher was forced to provide the teachers with additional copies 
of questionnaires but also to increase the targeted number of school teachers by 
distributing the questionnaires to all schools in circuit number 7 in anticipation of 
the maximum number of participants to choose from. 
  
The researcher continued to remind the school principals telephonically about the 
questionnaires although some were a little bored and even delegated that task to 
some teachers. The researcher took two weeks collecting questionnaires from 
the schools and even from the homes of teachers as it happened that some 
teachers were on leave. Eventually through persistence and perseverance the 
researcher was able to obtain 169 copies of completed questionnaires to 
continue with the study. 
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3.10  DATA ANALYSIS PROCEDURES 
 
Mayan (2001) provides the following explanation of data analysis: 
 
the process of observing patterns in the data, asking questions of those 
patterns, constructing conjectures, deliberately collecting data from 
specifically selected individuals on targeted topics, confirming or refuting 
those conjectures, then continuing analysis, asking additional questions, 
seeking more data, furthering the analysis by sorting, questioning, 
thinking, constructing and testing conjectures, and so forth. 
 
Quantitative data consist of a list of numerical values, one value for each 
respondent distributed across a certain range of values. Descriptive statistics is 
used to analyze the collected data. Descriptive statistics transform a set of 
numbers or observations into indices that describe or characterize the data. 
Descriptive statistics are thus used to summarize, organize, and reduce large 
number of observations (McMillan & Schumacher, 2006). 
 
 The researcher used descriptive statistics to analyze the collected data. A 
nominal scale was used to identify whether a participant was a male or female. A 
Likert scale of four points was used to collect data then an ordinal scale was also 
used to capture the collected data into the computer for analysis purposes. The 
Statistical Package for Social Science (SPSS) version 17 for Microsoft word was 
used to analyze the collected data. The data was presented using pictorial tables. 
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3.11 ETHICAL CONSIDERATIONS 
 
3.11.1  Permission from the department of education 
 
The researcher wrote a letter to the Department of Education (see appendix A) 
to obtain permission to have access to schools as the researcher was to hand-
deliver the questionnaires to the teachers and also collect the questionnaires 
from the teachers during and after school hours. Appendix B was the letter of 
response from the Department of Education. 
 
3.11.2  Permission from the schools 
 
 A letter requesting permission was written to the school principals (see appendix 
C) to have access to school premises and also to teachers during school hours to 
hand-deliver and also collect the questionnaires from the teachers. Appendix D 
contains letters of response from school principals. 
 
3.11.3  Transmittal letter  
 
A transmittal letter was written (see appendix F) and attached to the 
questionnaires requesting the teachers to be participants in the study, explaining 
to the teachers the importance of participating, the purpose of the study, 
guaranteeing the anonymity and confidentiality of the informants, explaining to 
them that they had a right to participate in the study, and withdraw at any time 
they so wished and also assuring them that the researcher would share the 
findings of the study with them. 
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3.11.4  Informed consent 
 
 Verbal informed consent was first obtained from the volunteers. Thereafter, 
informed consent forms (see appendix G) were hand-delivered to the 
respondents for signing as an indication that they agreed to voluntarily 
participate in the study before they completed the questionnaires. 
 
 These ethical concerns are also expressed by Bailey (1987: 126) and Bless 
(2000: 100). Bailey maintains that confidentiality needs to be implemented. A 
promise of confidentiality is a pledge that any information participants provide 
will not be publicly reported in a manner that identifies respondents and will not 
be made accessible to others, whilst Bless (2000:100) maintains that many 
people are prepared to divulge information of a very private nature on condition 
that their names are not mentioned. 
 
3.11 SUMMARY 
 
In this chapter the survey design was used to conduct the study. The study was 
conducted in Butterworth. The population of 348 and sample included both male 
and female teachers teaching in urban and rural schools, 104 teachers 
participated in the study. Stratified random sampling was used to select the 
sample and a questionnaire was used as the instrument to collect data. Pilot 
testing was conducted and also data collection and analysis procedures were 
discussed including ethical considerations. 
 
The following chapter will focus on data presentation, analysis and also 
interpretation. 
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CHAPTER 4 
 
 DATA PRESENTATION, ANALYSIS AND INTERPRETATION 
 
4.1  INTRODUCTION 
 
As indicated in the previous chapter questionnaires were administered to those 
teachers as participating in the study. The data were collected from the 
respondents coded and captured on the computer. This chapter deals with data 
presentation, analysis and interpretation of the data for the study. This chapter is 
divided into three sections: Section A is the biographical details of participants, B 
is made up of raw data from the responses of participants to items ranging from 
statements 1 to 30 and also interpretation and section C consists of data 
concerning participants‟ views, feelings and some comments from participants 
responding to the question  about inclusive education. 
 
 
4.2.  PRESENTATION AND ANALYSIS OF DATA 
 
4.2.1  Section A: Biographical details of participants 
 
4.2.1.1 Participants‟ gender  
 
                                  
 
 
 
52 50.0 50.0 50.0 
52 50.0 50.0 100.0 
104 100.0 100.0 
1 
2 
Total 
Valid 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.2.1.1: Gender 
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The participants were asked to indicate their biographical details in terms of their 
gender in the questionnaire. 1 represents male teachers and 2 female teachers. 
In the study there were 52 (50%) male teachers and 52 (50%) female teachers 
and the total number of respondents was 104. 
    
 
4.2.1.2. School where respondents teach 
 
 
The participants were asked to indicate the geographical location of their 
schools. 1 represents urban and 2 rural. This Table shows 33 (31.7%) teachers 
from urban schools, 70 (67.3%) teachers from rural schools and 1 (1.0%) 
teacher did not indicate whether s/he was from an urban or rural school. This 
Table indicates that the sample was dominated by rural teachers because most 
urban male teachers did not want to participate. Only 6 (5.7%) urban male 
teachers returned their questionnaires. The researcher was forced to select 46 
(44.2%) rural male teachers of the 52 male teachers in the sample. 
 
 
 
 
 
 
Table 4.2.1.2: School where respondents teach  
33 31.7 32.0 32.0 
70 67.3 68.0 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
1 
2 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
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4.2.1.3. Respondents‟ age 
 
 
 
Table 3 shows the age distribution of respondents. 1 represents age distribution 
between 20-30, 2 between 30-40, 3 between 40-50 and 4 between 50-60 years. 
Out of 104 participants in the study 3 (2.9%) respondents between 20-30, 31 
(29.8%) between 30-40, 41 (39.4%) between 40-50 and 29 (27.9%) between 
50-60 years. It indicates that very few participants were between 20-30 years 
old. Thus, the sample was dominated by mostly experienced teachers. 
       
4.2.1.4. Respondents‟ level of education 
 
 
This Table shows the level of education of the participants in the study. 1 
represents M+3, 2 M+4, 3 M+ 5 and 4 M+6. 32 (30.8%) participants had M+3, 
57 (54.8%) M+4, 13 (12.5%) M+5 and 2 (1.9%) M+6. It indicates that the 
study was dominated by teachers with M+4 (54.8%) but very few with M+6 
(1.9%), that is, a Master‟s degree.  
Table: 4.2.1.4. Level of education  
32 30.8 30.8 30.8 
57 54.8 54.8 85.6 
13 12.5 12.5 98.1 
2 1.9 1.9 100.0 
104 100.0 100.0 
1 
2 
3 
4 
Total 
Valid 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.2.1.3: Age  
3 2.9 2.9 2.9 
31 29.8 29.8 32.7 
41 39.4 39.4 72.1 
29 27.9 27.9 100.0 
104 100.0 100.0 
1 
2 
3 
4 
Total 
Valid 
Frequency Percent Valid Percent 
Cumulative 
Percent 
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4.2.1.5. Respondents‟ phase teaching 
 
 
In this Table participants were asked to indicate the phases they teach. 1 
represents intermediate and 2 senior phase. 52 (50%) participants taught 
intermediate phase, 51 (49%) taught senior phase and 1 (1.0%) participant did 
not indicate the phase s/he was teaching. 
 
4.2.1.6. Respondents‟ number of years in teaching 
 
 
 
This Table shows that 1 represents between1-5, 2 between 6-10, 3 11-15, 4 16-
20, 5 21-25, 6 26-30 and 7 31-35. Out of 104 participants in the study 9 (8.7%) 
teachers had between1-5years, 9 (8.7%) had between 6-10, 23 (22.1%) 
between 11-15, 19 (18.3%) between 16-20, 15 (14.4%) between 21-25, 18 
Table 4.2.1.6: Years of teaching experience  
9 8.7 8.7 8.7 
9 8.7 8.7 17.3 
23 22.1 22.1 39.4 
19 18.3 18.3 57.7 
15 14.4 14.4 72.1 
18 17.3 17.3 89.4 
11 10.6 10.6 100.0 
104 100.0 100.0 
1 
2 
3 
4 
5 
6 
7 
Total 
Valid 
Frequency Percent Valid Percent 
Cumulative 
Percent 
 
52 50.0 50.5 50.5 
51 49.0 49.5 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
1 
2 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.2.1. 5: Phase currently teaching   
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(17.3) between 26-30 and 11 (10.6%) between 31-35. The majority (82.6%) of 
participants in the study had more than 10 years teaching experience. 
 
  
4.3  Section B: Analysis of responses to questions 
 
The following section deals with the analysis of responses for each statement. 
Key indicators are 1 strongly agree, 2 agree, 3 disagree and 4 strongly disagree. 
 
 
4.3.1 Value of inclusion of disabled children with normal children in one class 
 
 
In a statement on inclusion of disabled students with normal students in one 
classroom that will promote social interaction amongst students, the majority of 
the respondents supported the view. The Table shows that out of 104 
participants 21 respondents (20.2%) strongly agree with the statement, 54 
(51.9%) agree, 19 (18.3%) disagree, 9 (8.7%) strongly disagree and 1 (1.0%) 
participant did not respond to the statement. This indicates that 103 (99.0%) 
 Table 4.3.1: Teachers’ responses on value of inclusion of disabled 
children with normal children in one class   
21 20.2 20.4 20.4 
54 51.9 52.4 72.8 
19 18.3 18.4 91.3 
9 8.7 8.7 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
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participants responded to the statement. The majority of participants (72.1%) 
agree (positive) with the statement. 
 
 
4.3.2. Teachers‟ impaired concentration against normal learners 
 
The majority of respondents supported the view that inclusion of disabled 
students with normal students in one class may lead to teachers spending or 
concentrating more on disabled students than other students. Table 8 shows that 
14 (13.5%) respondents strongly agree, 57 (54.8%) agree, 23 (22.1%) disagree 
and 10 (9.6%) strongly disagree with the statement. The majority of 
respondents (68.3%) agree (positive) with the statement. 
 
 
 
 
 
 
 
 
 
 
14 13.5 13.5 13.5 
57 54.8 54.8 68.3 
23 22.1 22.1 90.4 
10 9.6 9.6 100.0 
104 100.0 100.0 
SA 
A 
D 
SD 
Total 
Valid 
Frequency Percent Valid Percent 
Cumulative 
Percent 
 
    
Table 4.3.2:  Teachers’ responses on teachers’ impaired 
concentration against normal learners 
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4.3.3. Disturbing normal students‟ concentration 
 Many of the respondents did not support the view that inclusion of disabled 
students with normal students in one classroom would disturb or negatively 
affect normal students in their concentration when teaching. Table 9 shows that 
6 (5.8%) respondents strongly agree, 41 (39.4%) agree, 38 (36.5%) disagree 
and 19 (18.3%) strongly disagree with the statement. The majority of 
respondents (54.8%) disagree (negative) with the statement. 
 
4.3.4. Inclusion to reduce discrimination 
 
 
  
 
27 26.0 26.0 26.0 
61 58.7 58.7 84.6 
12 11.5 11.5 96.2 
4 3.8 3.8 100.0 
104 100.0 100.0 
SA 
A 
D 
SD 
Total 
Valid 
Frequency Percent Valid Percent 
Cumulative 
Percent 
  Table 4.3.3:  Teachers’ responses on disturbance of normal students’  
concentration   
 
6 
6 
5.8 
5.8 
5.8 
5.8 
5.8 
5.8T: 41 
41 
39.4 
39.4 
39.4 
39.4 
45.2 
45.2 38 
38 
36.5 
36.5 
36.5 
36.5 
81.7 
81.7 19 
19 
18.3 
18.3 
18.3 
18.3 
100.0 
100.0 104 
104 
100.0 
100.0 
100.0 
100.0 
SA 
SA A 
A D 
D SD 
SD Total 
Total 
Valid 
Valid 
Frequency 
 
Percent 
 
Valid Percent 
 
Cumulative 
 Percent 
Table 4.3.4: Teachers’ responses on inclusion to reduce discrimination  
 between disabled and normal students  
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The majority of the respondents were supportive of the view that inclusion of 
disabled students with normal students in one classroom would help reduce 
discrimination by normal students. The Table shows that 27 (26.0%) of 
respondents strongly agree, 61 (58.7%) agree, 12 (11.5%) disagree and 4 
(3.8%) with the statement. The majority of participants (84.7%) agree (positive) 
with the statement.  
 
4.3.5. Understanding of inclusive education 
 
 
 
 
    
The respondents were asked to indicate their understanding of inclusive 
education. Table 4.3.5 shows that 12 (11.5%) of participants strongly agree, 71 
(68.3%) agree, 13 (12.5%) disagree, 6 (5.8%) strongly disagree with the 
statement and 2 (1.9%) respondents did not respond to the statement. 102 
(98.1%) respondents responded to the statement. The majority of respondents 
(79.8%) agree with the statement. 
 
 
 
 
12 11.5 11.8 11.8 
71 68.3 69.6 81.4 
13 12.5 12.7 94.1 
6 5.8 5.9 100.0 
102 98.1 100.0 
2 1.9 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.5: Teachers’ responses on their understanding of inclusive 
education 
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4.3.6. Willingness to implement inclusive education 
 
 
 
 
Participants were asked to indicate their views on their willingness to implement 
inclusive education. Table 4.3.6 shows that 14 (13.5%) participants strongly 
agree, 65 (62.5%) agree, 20 (19.2%) disagree, 2 (1.9%) strongly disagree with 
the statement and 3 (2.9%) participants did not respond to the statement. 101 
(97.1%) participants responded to the statement. The majority of participants 
(76%) agree (positive) with the statement. 
 
4.3.7. Comfortability to teach a mixed class of disabled and able bodied students 
 
 
 
 
 
11 10.6 10.6 10.6 
51 49.0 49.0 59.6 
38 36.5 36.5 96.2 
4 3.8 3.8 100.0 
104 100.0 100.0 
SA 
A 
D 
SD 
Total 
Valid 
Frequency Percent Valid Percent 
Cumulative 
Percent 
 
14 13.5 13.9 13.9 
65 62.5 64.4 78.2 
20 19.2 19.8 98.0 
2 1.9 2.0 100.0 
101 97.1 100.0 
3 2.9 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.6: Teachers’ responses on their willingness to implement 
inclusive education  
Table 4.3.7: Teachers’ responses to their comfortability to 
teach a mixed class of disabled and normal students 
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Participants were asked to respond to the statement “I feel comfortable to teach 
a mixed class of disabled and normal students.” Table 4.3.7 shows that out of 
104 participants 11 (10.6%) participants strongly agree, 51 (49.0%) agree, 38 
(36.5%) disagree and 4 (3.8%) strongly disagree with the statement. The 
majority of participants (59.6%) agree (positive) with the statement. 
 
 
4.3.8. Teachers‟ teaching experience of embracing all students 
 
 
 
Table 14 
 
 
 
Responses show that 20 (19.2%) participants strongly agree, 65 (62.5%) agree, 
17 (16.3%) disagree and 2 (1.9%) strongly disagree with the statement. The 
majority of participants (81%) agree (positive) with the statement. 
 
 
 
 
 
 
  
20 19.2 19.2 19.2 
65 62.5 62.5 81.7 
17 16.3 16.3 98.1 
2 1.9 1.9 100.0 
104 100.0 100.0 
SA 
A 
D 
SD 
Total 
Valid 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.8: Teachers’ responses on teachers’ experience of 
embracing all students irrespective of the nature of their 
disability 
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4.3.9. Teachers‟ level of education to include all students  
 
 
The majority of respondents supported the view that their level of education has 
taught them to embrace all students in classes irrespective of the nature of their 
disability. The responses show that 16 (15.4%) participants strongly agree, 67 
(64.4%) agree, 18 (17.3%) disagree, 2 (1.9%) strongly disagree and 1 (1.0%) 
participant did not respond to the statement. The majority of participants 
(79.8%) agree (positive) with the statement. 
 
 
 
 
 
 
 
 
 
 
 
 
 
16 15.4 15.5 15.5 
67 64.4 65.0 80.6 
18 17.3 17.5 98.1 
2 1.9 1.9 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.9: Teachers’ responses on teachers’ level of education to  
include all students irrespective of the nature of their disability 
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4.3.10. Facilities to accommodate disabled students 
 
 
 
 
 
Participants were requested to indicate whether their schools had available 
facilities to accommodate disabled students in their schools. Responses show 
that 1 (1.0%) participant strongly agrees, 8 (7.7%) agree, 76 (73.1%) disagree, 
18 (17.3%) strongly disagree with the statement and 1 (1.0%) participant did 
not respond to the statement. 103 (99.0%) participants responded to the 
statement. The majority of participants (90.4%) disagree (negative) with the 
statement. 
 
 
4.3.11. Encouraging parents to send their disabled children to schools with 
normal students 
 
 
 
1 1.0 1.0 1.0 
8 7.7 7.8 8.7 
76 73.1 73.8 82.5 
18 17.3 17.5 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.10: Teachers’ responses on facilities to 
accommodate disabled students  
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Participants were requested to indicate whether it was their responsibility to 
encourage parents to send their disabled children to schools with normal 
students. Responses show that 7 (6.7%) participants strongly agree, 44 (42.3%) 
agree, 41 (39.4%) disagree, 11 (10.6%) strongly disagree with the statement 
and 1 (1.0%) did not respond to the statement. 103 (99.0%) participants 
responded to the statement. The majority of participants (50%) disagree 
(negative) with the statement. 
 
 
 
 
 
 
 
 
 
 
 
 
7 6.7 6.8 6.8 
44 42.3 42.7 49.5 
41 39.4 39.8 89.3 
11 10.6 10.7 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.11: Teachers’ responses to encouraging parents to send their 
disabled children to schools with normal students 
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4.3.12. Preparedness of teachers to teach disabled students 
 
  
 
The participants were requested to indicate their preparedness to teach a mixed 
class of disabled and normal students. Responses show that 8 (7.7%) 
participants strongly agree, 48 (46.2%) agree, 40 (38.5%) disagree, 76.7%) 
strongly disagree with the statement and 1 (1.0%) did not respond to the 
statement. 103 (99.0%) participants responded to the statement. Most 
participants (53.9%) agree (positive) with the statement. 
 
4.3.13. Better performance of disabled students than normal students  
 
 
 
6 5.8 5.8 5.8 
42 40.4 40.8 46.6 
51 49.0 49.5 96.1 
4 3.8 3.9 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.13: Teachers’ responses on better performance 
of disabled students than normal students  
 
8 7.7 7.8 7.8 
48 46.2 46.6 54.4 
40 38.5 38.8 93.2 
7 6.7 6.8 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
 
Table 4.3.12: Teachers’ responses to preparedness of teachers to 
teach disabled students  
  
73 
 
The majority of the respondents did not support the view that disabled students 
could out-perform normal students when taught the same lesson together. 
Responses to this item show that out of 103 respondents 6 (5.8%) participants 
strongly agree, 42 (40.4%) agree, 51 (49.0%) disagree, 4 (3.8%) strongly 
disagree with the statement and 1 (1.0%) participant did not respond to the 
statement. 103 (99.0%) participants responded to the statement. Most 
participants (52.8%) disagree (negative) with the statement. 
 
4.3.14. Extensive reading about inclusive 
  
Participants were requested to indicate if they agree or disagree with the view 
that teachers should read extensively about inclusive education. Out of 103 
responses 23 (22.1%) participants strongly agree, 75 (72.1%) agree, 4 (3.8%) 
disagree, 1 (1.0%) strongly disagrees with the statement and 1 (1.0%) did not 
respond to the statement. 103 (99.0%) participants responded to the statement. 
Most participants (94.2%) agree with the statement. 
 
 
 
 
 
 
23 22.1 22.3 22.3 
75 72.1 72.8 95.1 
4 3.8 3.9 99.0 
1 1.0 1.0 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.14: Teachers’ responses on teachers 
extensively  reading about inclusive education 
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4.3.15. Equal opportunities for all children 
   
 
 
The majority of respondents supported the view that all children must have 
equal opportunities irrespective of the nature of their disability. The responses in 
Table 4.3.15 show that 22 (21.2%) participants strongly agree, 66 (63.5%) 
agree, 13 (12.5%) disagree and 3 (2.9%) strongly disagree with the statement. 
All participants responded to the statement. Most participants (84.7%) agree 
(positive) with the statement. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
22 21.2 21.2 21.2 
66 63.5 63.5 84.6 
13 12.5 12.5 97.1 
3 2.9 2.9 100.0 
104 100.0 100.0 
SA 
A 
D 
SD 
Total 
Valid 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.15: Teachers’ responses on equal opportunities 
for all children  
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4.3.16. Teacher home visits to disabled students 
 
 
 
 
Many respondents did not support the idea that teachers should visit the homes 
of students with disabilities to assist them with their school work. Responses to 
this item show that 6 (5.8%) participants strongly agree, 42 (40.4%) agree, 45 
(43.3%) disagree, 10 (9.6%) strongly disagree with the statement and 1 (1.0%) 
did not respond to the statement. 103 (99.0%) respondents responded to the 
statement. Most participants (52.8%) disagree (negative) with the statement. 
 
 
 
 
 
 
 
 
 
 
6 5.8 5.8 5.8 
42 40.4 40.8 46.6 
45 43.3 43.7 90.3 
10 9.6 9.7 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.16: Teachers’ responses on home visits to students with disabilities 
to assist them in their school work 
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4.3.17. Sympathizing with disabled students 
 
 
 
   
 
The respondents were asked to indicate their level of agreement or 
disagreement with the idea of showing sympathy towards disabled students at 
school. 
Responses in Table 4.3.17 show that 4 (3.8%) participants strongly agree, 44 
(42.3%) agree, 37 (35.6%) disagree, 11 (10.6%) strongly disagree with the 
statement and 8 (7.7%) participants did not respond to the statement. This 
means that 96 (92.3%) participants responded to the statement.  There was a 
slight difference in responses from participants in that 46.1% agree and 46.2% 
disagree with the statement. The researcher assumes that this may be caused by 
the 8 (7.7%) participants who did not respond to the statement. 
 
 
 
 
 
 
 
 
4 3.8 4.2 4.2 
44 42.3 45.8 50.0 
37 35.6 38.5 88.5 
11 10.6 11.5 100.0 
96 92.3 100.0 
8 7.7 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.17:  Teachers’ responses on sympathizing 
with disabled students in school 
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4.3.18. Teachers‟ responsibility to implement inclusive education 
 
 
 
 
 
 
Participants were asked to express their views as to whether it is their 
responsibility to play a leading role in the implementation of inclusive education. 
Responses in Table 4.3.18 show that 15 (14.4%) participants strongly agree, 69 
(66.3%) agree, 15 (14.4%) disagree, 4 (3.8%) strongly disagree with the 
statement and 1 (1.0%) did not respond to the statement. 103 (99.0%) 
participants responded to the statement. Most participants (80.7%) agree 
(positive) with the statement. 
 
 
 
 
 
 
 
 
 
 
15 14.4 14.6 14.6 
69 66.3 67.0 81.6 
15 14.4 14.6 96.1 
4 3.8 3.9 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.18: Teachers’ responses on their responsibility 
to implement inclusive education 
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4.3.19. Number of disabled students in a class 
 
 
The majority of the respondents disagreed with the view that there should be a 
limited number of disabled students in a class. As participants were asked to 
respond Table 4.3.19 shows that 5 (4.8%) participants strongly agree, 42 
(40.4%) agree, 48 (46.2%) disagree, 8 (7.7%) strongly disagree with the 
statement and 1 (1.0%) participant did not respond to the statement. 103 
(99.0%) participants responded to the statement. Most participants (53.9%) 
disagree (negative) with the statement. 
 
 
 
 
 
 
 
 
 
 
 
Table 4.3.19: Teachers’ responses on the number of disabled 
students to learn with normal students in each class 
 
 
5 4.8 4.9 4.9 
42 40.4 40.8 45.6 
48 46.2 46.6 92.2 
8 7.7 7.8 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
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4.3.20. Specially trained teachers for disabled students 
 
 
 
 
The majority of the respondents supported the view that disabled students 
should be taught by specially trained teachers. The responses in Table 4.3.20 
show that 37 (35.6%) participants strongly agree, 50 (48.1%) agree, 15 
(14.4%) disagree, 1 (1.0%) strongly disagrees and 1 (1.0%) did not respond to 
the statement. 103 (99.0%) participants responded to the statement. Most 
participants (83.7%) agree (positive) with the statement. The researcher 
assumes that a lack of teacher training is one of the causes of this result in this 
very specialized field. 
 
 
 
 
 
 
 
 
 
 
37 35.6 35.9 35.9 
50 48.1 48.5 84.5 
15 14.4 14.6 99.0 
1 1.0 1.0 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.20: Teachers’ responses on specially trained 
teachers for disabled students 
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4.3.21. Teaching disabled students increases workload 
 
 
  
 
The respondents were requested to indicate if teaching disabled students in a 
mixed class was an extra burden on their shoulders. The majority of them 
agreed with that view. Responses in Table 4.3.21 show that 22 (21.2%) 
participants strongly agree, 47 (45.2%) agree, 34 (32.7%) disagree and 1 (1.0) 
strongly disagree with the statement. This means that all participants responded 
to the statement. Most participants (66.4%) agree with the statement. 
 
 
 
 
4.3.22. Teachers‟ willingness to teach a class with disabled students 
 
 
 
 
7 6.7 6.7 6.7 
19 18.3 18.3 25.0 
58 55.8 55.8 80.8 
20 19.2 19.2 100.0 
104 100.0 100.0 
SA 
A 
D 
SD 
Total 
Valid 
Frequency Percent Valid Percent 
Cumulative 
Percent 
 
 
22 21.2 21.2 21.2 
47 45.2 45.2 66.3 
34 32.7 32.7 99.0 
1 1.0 1.0 100.0 
104 100.0 100.0 
SA 
A 
D 
SD 
Total 
Valid 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.21: Teachers’ responses on teaching a class with 
disabled students is an extra burden on teachers 
Table 4.3.22: Teachers’ willingness to teach a class 
with disabled students 
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Many teachers expressed a willingness to remain in their schools if they are 
forced to teach a class with disabled students. Table 4.3.22 shows that 7 (6.7%) 
participants strongly agree, 19 (18.3%) agree, 58 (55.8%) disagree and 20 
(19.2%) strongly disagree with the statement. All participants responded to the 
statement. Most participants (75%) disagree (negative) with the statement.  
 
4.3.23. Embarrassment of disabled students  
 
 
  
Participants were asked to indicate if talking about disability in a mixed class is 
an embarrassment to most disabled students. Responses in Table 4.3.23 show 
that 10 (9.6%) participants strongly agree, 42 (40.4%) agree, 37 (35.6%) 
disagree and 15 (14.4%) strongly disagree with the statement. All participants 
responded to the statement. Half of the participants (50%) agree (positive) while 
the other half (50%) disagree (negative) with the statement. 
 
 
 
 
 
 
 
 
10 9.6 9.6 9.6 
42 40.4 40.4 50.0 
37 35.6 35.6 85.6 
15 14.4 14.4 100.0 
104 100.0 100.0 
SA 
A 
D 
SD 
Total 
Valid 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.23: Teachers’ responses on embarrassment of disabled 
students 
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4.3.24. Knowledge of the reasons for implementing inclusive education 
 
 
  
 
 
The majority of respondents agreed with the view that they know the reasons for 
implementing inclusive education in schools. Table 4.3.24 shows that 10 (9.6%) 
participants strongly agree, 56 (53.8%) agree, 34 (32.7%) disagree, 3 (2.9%) 
strongly disagree with the statement and 1 (1.0%) did not respond to the 
statement. 103 (99.0%) participants responded to the statement. Most 
participants (63.4%) agree (positive) with the statement. 
 
 
 
 
 
 
 
 
 
 
 
 
10 9.6 9.7 9.7 
56 53.8 54.4 64.1 
34 32.7 33.0 97.1 
3 2.9 2.9 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.24: Teachers’ responses on knowledge of the 
reasons for implementing inclusive education 
  
83 
 
4.3.25. Inclusive education is a good successful system 
 
 
  
 
 
Teachers were requested to express their view on whether inclusive education is 
a good successful system. Table 4.3.25 shows that 6 (5.8%) participants 
strongly agree, 51 49.5%) agree, 37 (35.6%) disagree, 9 (8.7%) strongly 
disagree with the statement and 1 (1.0%) participant did not respond to the 
statement. 103 (99.0%) participants responded to the statement. Most 
participants (54.8%) agree (positive) with the statement. 
 
 
 
 
 
 
 
 
 
 
 
 
6 5.8 5.8 5.8 
51 49.0 49.5 55.3 
37 35.6 35.9 91.3 
9 8.7 8.7 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.25: Teachers’ responses to inclusive education 
being a good successful system 
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4.3.26. Disturbance of gifted and able bodied students in their performance by 
disabled students 
 
  
 
 
Teachers were requested to express their views on the performance of both 
gifted and normal students if they were mixed with disabled students. Table 
4.3.26 shows that 5 (4.8%) participants strongly agree, 31 (29.8%) agree, 53 
(51.0%) disagree, 12 (11.5%) strongly disagree with the statement and 3 
(2.9%) participants did not respond to the statement. 101 (97.1%) participants 
responded to the statement. Most participants (62.5%) disagree (negative) with 
the statement. 
 
 
 
 
 
 
 
 
 
 
 
5 4.8 5.0 5.0 
31 29.8 30.7 35.6 
53 51.0 52.5 88.1 
12 11.5 11.9 100.0 
101 97.1 100.0 
3 2.9 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.26: Teachers’ responses on disturbance of gifted and 
normal students by disabled students 
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4.3.27. Behavioural problems created by mixing disabled and able bodied 
students  
 
 
The majority of respondents supported the view that mixing disabled students 
with normal students in the same class would create behavioural problems. The 
responses in Table 4.3.27 show that 5 (4.8%) participants strongly agree, 39 
(37.5%) agree, 49 (47.1%) disagree, 10 (9.6%) strongly disagree with the 
statement and 1 (1.0%) participant did not respond to the statement. 103 
(99.0%) participants responded to the statement. Most participants (56.7%) 
disagree (negative) with the statement. 
 
 
 
 
 
 
 
 
 
 
5 4.8 4.9 4.9 
39 37.5 37.9 42.7 
49 47.1 47.6 90.3 
10 9.6 9.7 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.27: Teachers’ responses on behavioural problems created 
by mixing disabled and normal students in one class  
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4.3.28 Teaching experience to accommodate all students 
 
 
Teachers were requested to indicate if their teaching experience had taught 
them to accommodate all the students irrespective of the nature of their 
disability. The majority of them supported this view. Table 4.3.28 shows that 16 
(15.4%) participants strongly agree, 63 (60.6%) agree, 21 (20.2%) disagree, 3 
(2.9%) strongly disagree with the statement and 1 (1.0%) participant did not 
respond to the statement. 103 (99.0%) participants responded to the statement. 
Most participants (76%) agree (positive) with the statement. 
 
 
 
 
 
 
 
 
 
 
 
 
16 15.4 15.5 15.5 
63 60.6 61.2 76.7 
21 20.2 20.4 97.1 
3 2.9 2.9 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.28: Teachers’ responses on experience and teaching to 
accommodate all students in my class irrespective of the type of disability 
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4.3.29. Level of education to accommodate all students 
 
   
 
 
 
The majority of respondents agreed with the view that their level of education 
has taught them to accommodate all students in a class irrespective of the 
nature of their disability. Table 35 shows that 17 (16.3%) participants strongly 
agree, 55 (52.9%) agree, 28 (26.9%) disagree, 3 (2.9%) strongly disagree with 
the statement and 1 (1.0%) participant did not respond to the statement. 103 
(99.0%) participants responded to the statement. Most participants (69.2%) 
agree (positive) with the statement. 
 
 
 
 
 
 
 
 
 
 
17 16.3 16.5 16.5 
55 52.9 53.4 69.9 
28 26.9 27.2 97.1 
3 2.9 2.9 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.29: Teachers’ responses that their level of education help them 
to accommodate all students in class irrespective of type of the disability 
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4.3.30. Knowledge of inclusive education 
 
 
 
The majority of respondents agreed with the view that they were knowledgeable 
about inclusive education. Responses to Table 4.3.30 show that 8 (7.7%) 
participants strongly agree, 60 (57.7%) agree, 29 (27.9%) disagree, 6 (5.8%) 
strongly disagree with the statement and 1 (1.0%) participant did not respond to 
the statement. 103 (99.0%) participants responded to the statement. Most 
participants (65.4%) agree (positive) with the statement. 
 
 
Table 4.4: Summary of teachers‟ perceptions about inclusive education 
 
Items SA % A % D % SD % 
1 Inclusion of 
disabled 
students with 
able bodied 
students in one 
classroom will 
promote social 
interaction 
20.2 51.9 18.3 8.7 
 
8 7.7 7.8 7.8 
60 57.7 58.3 66.0 
29 27.9 28.2 94.2 
6 5.8 5.8 100.0 
103 99.0 100.0 
1 1.0 
104 100.0 
SA 
A 
D 
SD 
Total 
Valid 
System Missing 
Total 
Frequency Percent Valid Percent 
Cumulative 
Percent 
Table 4.3.30: Teachers’ responses on their knowledge of inclusive 
educationsive education 
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amongst them 
2 Inclusion of 
disabled 
students with 
able bodied 
students in one 
classroom may 
lead to 
teachers 
spending more 
time 
concentrating 
on disabled 
students than 
other students 
13.5 54.8 22.1 9.6 
3 Inclusion of 
disabled 
students with 
able bodied 
students in one 
classroom may 
disturb or 
negatively 
affect able 
bodied 
students in 
their 
concentration 
when you are 
5.8 39.4 36.5 18.3 
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teaching 
4 Inclusion of 
disabled 
students with 
able bodied 
students in one 
classroom will 
help reduce 
discrimination 
by normal 
students 
towards them 
26.0 58.7 11.5 3.8 
7 I feel 
comfortable to 
teach a mixed 
class of 
disabled and 
able bodied 
students 
10.6 49.0 36.5 3.8 
13 Majority of 
students with 
disabilities may 
out-perform or 
do better than 
able bodied 
students when 
they are taught 
the same 
lesson together 
5.8 40.4 49.0 3.8 
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19 Only a 
limited number 
of disabled 
students 
should be 
allowed to 
learn with able 
bodied 
students in 
each class 
4.8 40.4 46.2 7.7 
21 Teaching a 
class with 
disabled 
students is an 
extra burden / 
workload on 
the shoulders 
of teachers 
21.2 45.2 32.7 1.0 
22 I may leave 
teaching if I 
am forced to 
teach a class 
with disabled 
students 
6.7 18.3 55.8 19.2 
23 Talking 
about disability 
in a class that 
is made up of 
disabled and 
9.6 40.4 35.6 14.4 
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able bodied 
students is an 
embarrassment 
to most 
disabled 
students 
25 Inclusive 
education is a 
good 
successful 
system 
5.8 49.0 35.6 8.7 
26 The 
achievement or 
performance of 
both gifted and 
the able bodied 
students would 
deteriorate if 
mixed with 
disabled 
students in one 
class 
4.8 29.8 51.0 11.5 
27 Inclusion of 
disabled 
students with 
able bodied 
students in the 
same class will 
increase 
4.8 37.5 47.1 9.6 
  
93 
 
behavioural 
problems in all 
students  
 
 
Table 4.4 shows that in item 1 respondents strongly agree (20.2%) and agree 
(51.9%), in item 2 strongly agree (13.5%) and agree (54.8%), in item 3 
disagree (36.5%) and strongly disagree (18.3%), in item 4 strongly agree 
(26.0%) and agree (58.7%), in item 7 strongly agree (10.6%) and agree 
(49.0%), in item 13 disagree (49.0%) and strongly disagree (3.8%), in item 21 
strongly agree (21.2%) and agree (45.2%), in item 22 disagree (55.8%) and 
strongly disagree (19.2%), in item 23 strongly agree (9.6%), agree (40.4%), 
(35.6%) disagree and (14.4%) strongly disagree [50% of respondents agree and 
50% disagree], in item 25 strongly agree (5.8%) and agree (49.0%), in item 26 
disagree (51.0%) and strongly disagree (11.5%) and item 27 disagree (47.1%) 
and strongly disagree (9.6%). 
 
Summary of Table 4.4 is an indication that teachers‟ perceptions are positive 
about inclusive education. The researcher assumes that this may be as a result 
of knowledge and understanding of the Constitution of the country. (Chapter 2 
which deals with Bills of Human Rights). It may be even their experience in 
teaching and their level of education. 
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Table 4.5: Summary of teachers‟ knowledge and understanding of inclusive 
education 
  
ITEMS SA % A % D % SD % 
5 I 
understand 
inclusive 
education 
11.5 68.3 12.5 5.8 
8 My 
experience in 
teaching has 
taught me to 
embrace all 
students in 
my class 
irrespective of 
the nature of 
their disability 
19.2 62.5 16.3 1.9 
9 My level of 
education has 
taught me to 
embrace all 
students in 
my class 
irrespective of 
the nature of 
their disability 
15.4 64.4 17.3 1.9 
15 Disabled 
students 
21.2 63.5 12.5 2.9 
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should be 
given equal 
opportunities 
with able 
bodied 
students in 
the school 
24 I know the 
reasons for 
implementing  
inclusive 
education 
9.6 53.8 32.7 2.9 
29 My level of 
education has 
taught me to 
accommodate 
all students in 
my class 
irrespective of 
the nature or 
type of 
disability 
16.3 52.9 26.9 2.9 
30 I know 
inclusive 
education 
7.7 57.7 27.9 5.8 
 
Table 4.5 shows that in item 5 respondents strongly agree (11.5%) and agree 
(68.3%), in item 8 strongly agree (19.2%) and agree (62.5%), item 9 strongly 
agree (15.4%) and agree (64.4%), in item 15 strongly agree (21.2%) and 
agree(63.5%), in item 24 strongly agree (9.6%) and agree (53.8%), in item 29 
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strongly agree (16.3%) and agree (52.9%) and in item 30 strongly agree(7.7%) 
and agree (57.7%) with the statement. 
 
According to the data presented and analyzed in Table 4.5 the interpretation is 
that teachers are aware of and understand inclusive education. The researcher 
assumes that teachers‟ knowledge and understanding of inclusive education 
could be the result of their knowledge and understanding of the Constitution of 
the country (Chapter 2 that deals with Bills of Human Rights). 
 
Table 4.6: Summary of teachers‟ capacity to implement inclusive education 
 
ITEMS SA % A % D % SD % 
12 I am 
prepared to 
teach in a 
class with 
disabled 
students 
7.7 46.2 38.5 6.7 
14 Teachers‟ 
intensive 
reading about 
inclusive 
education 
22.1 72.1 3.8 1.0 
20 Teaching 
of disabled 
students 
needs 
specially 
trained 
35.6 48.1 14.4 1.0 
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teachers 
 
 
Table 4.6 shows that in item 12 respondents strongly agree (7.7%) and agree 
(46.2%) with the statement. In item 14 respondents strongly agree (22.1%) and 
agree (72.1%) with the statement and also in item 20 respondents strongly 
agree (35.6%) and agree (48.1%) with the statement. 
 
According to the data presented and analyzed in table 4.6 the interpretation is 
that teachers are capable of implementing inclusive education. It is the 
researcher‟s assumption that teachers‟ capacity to implement inclusive education 
may be the result of teaching experience as the majority of them in the study 
have between 10 to 30 years experience and also their level of education as 
most of them are between M+4 57(54.8%) and M+5 13 (12.8%).   
 
 
Table 4.7: Summary on the availability of facilities and resources in schools  
 
ITEMS SA % A % D % SD % 
 6 I will 
implement 
inclusive 
education in 
my class 
13.5 62.5 19.2 1.9 
10 My school 
has sufficient 
facilities to 
accommodate 
students with 
1.0 7.7 73.1 17.3 
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disabilities 
 
 
Table 4.7 shows that in item 6 respondents strongly agree (13.5%) and agree 
(62.5%) with the statement and in item 10 respondents disagree (73.1%) and 
strongly disagree (17.3%) with the statement. 
 
According to the data presented and analyzed in Table 4.7 there is a lack of 
facilities and resources in schools to implement inclusive education. This may be 
caused by the general tendency of the Department of Education‟s slow pace in 
implementing policies in schools and also to play a supportive role at schools, it 
is generally known that inclusive education was introduced in South African 
schools as early as 2001. 
   
Table 4.8: Summary about the willingness of teachers to act on inclusive 
education 
 
ITEMS 
 
SA % A % D % SD % 
11 As teachers 
we must 
encourage 
parents to 
send their 
disabled 
children to our 
schools with 
able bodied 
students 
6.7 42.3 39.4 10.6 
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16 Teachers 
must visit the 
homes of 
students with 
disabilities to 
assist them in 
their school 
work 
5.8 40.4 43.3 9.3 
17Teachers 
must always 
sympathize 
with students 
with disabilities 
3.8 42.3 35.6 10.6 
18 It is a 
responsibility 
of teachers to 
play a leading 
role in the 
implementation 
of inclusive 
education 
14.4 66.3 14.4 3.8 
 
 
Table 4.8 shows that in item 11 respondents disagree (39.4%) and strongly 
disagree (10.6%) with the statement. In item 16 respondents disagree (43.3%) 
and strongly disagree (9.3%) with the statement. In item 17 respondents 
disagree (35.6%) and strongly disagree (10.6%) with the statement. In item 18 
respondents strongly agree (14.4%) and agree (66.3%) with the statement.  
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According to the data presented and analyzed in Table 4.8 the interpretation is 
that teachers are willing to act on inclusive education. This may be as a result of 
the reasons already mentioned in the previous paragraphs such as experience 
teaching, level of education and also knowledge of the Constitution of the 
country (Chapter 2 Bills of Human Rights).  
 
 
4.9 SECTION: C RESPONSES TO OPEN-ENDED QUESTION 
 
This section focuses on the responses to the open ended question where 
participants could express their views and opinions about inclusive education. 
 
The majority of respondents 48, cited a lack of training. This was also supported 
by the way in which they responded to item 20 „teaching of disabled students 
needs specially trained teachers‟. 87 (83%) of the respondents supported the 
statement. The second concern also mentioned by the 18 respondents was the 
lack of resources and facilities to implement inclusive education. This was also 
supported by the way in which the majority of the participants responded in item 
10 „my school has sufficient facilities or resources to accommodate student with 
disabilities. 94 (90.4%) respondents did not agree with the statement. A few 
respondents, 13, were very outspoken and specifically stated that they did not 
support inclusive education. Seven (7) participants did not respond to the 
statement. 
 
4.10 SUMMARY 
 
In this chapter the collected data were presented in the form of tables and 
numbers. The presented data were also analyzed with SPSS. The analyzed data 
were interpreted by the researcher. The analysis of data showed that teachers‟ 
perceptions about inclusive education were positive. They were knowledgeable 
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about it and also prepared and willing to implement inclusive education although 
there were some challenges and concerns when it came to the actual 
implementation. 
 
Chapter five will focus on the results and discussions of the findings of this study 
and also compare such findings to other researchers‟ findings pertaining to 
inclusive education. 
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 CHAPTER 5 
 
DISCUSSION OF THE FINDINGS, CONCLUSION AND 
RECOMMENDATIONS 
 
5.1  INTRODUCTION 
 
Having presented, analyzed and interpreted the data in the previous chapter the 
researcher now reports the findings of the study, the conclusion and also 
recommendations. This chapter will start with gender differences, location of the 
schools, phase currently being taught and factors that may contribute towards 
such attitudes, followed by the conclusion and the last part being the 
recommendations. 
 
5.2.  DISCUSSION OF THE FINDINGS 
 
The overall findings of this study 68 (65%) indicated that the teachers of circuit 
number 7 in the Butterworth Education district are positive towards inclusive 
education. This was also supported by their responses in items 7 (59%) in which 
the statement was “I feel comfortable to teach a mixed class of disabled and 
able bodied students and 6 (76%) in which the statement was “I will implement 
inclusive education in my class” and also their positive perceptions about 
inclusive education. The present investigation confirmed the findings of the 
studies by Agran, Snow and Swaner, 1999; Dada and Alant, 2002; Davies and 
Green, 1999; Gordon, 2000; Scruggs and Mastropieri, 1996 which indicate that 
teachers have a positive attitude towards inclusive education. 
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5.2.1. Attitudes and gender 
 
 It was indicated in the biographical part of the study in the previous chapter 
that 104 teachers participated in the study. Of 104 respondents 52 were female 
teachers and 52 were male teachers. There was little difference between the 
attitudes of male teachers and female teachers. The data suggested that 36 
(69.2%) male teachers were more positive than the 32 ((61.5%) female 
teachers.  
 
According to the findings of studies conducted by Beh-Pajooh (1992) and Leyser 
et al., (1994) respectively, they found that female teachers were more positive 
than male teachers towards inclusive education. It was interesting and surprising 
to find that in another study conducted by Chopra (2008) that male teachers 
were more positive than female teachers. However, Hannah (1998) did not 
mention that gender was related to attitudes.  
 
5.2.2. Attitudes and geographical location of the schools  
  
It was difficult for the researcher to compare the results of the attitudes of 
teachers from rural and urban since rural teachers were the most dominant 
group in the sample of the study because most urban male teachers refused to 
participate. The reasons for their refusal are best known by them. 
 
In another study conducted by Dupoux, Hammond, Ingalls and Wolman (2006) 
concerning teachers‟ attitudes towards students with disabilities in Haiti, 
comparing urban teachers with rural teachers, they discovered that rural 
teachers did not differ from teachers in urban areas. The findings of the study 
conducted by Chopra (2008) revealed that urban teachers‟ attitudes towards 
inclusive education were more positive in comparison to rural teachers. She 
assumed that urban teachers were more aware of inclusive education because in 
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urban schools there were more facilities and teachers made use of the internet 
and media more than rural teachers. 
 
5.2.3. Attitudes and phase currently teaching 
 
The findings of the study have shown that attitudes of 24 (46%) teachers in 
intermediate phase were positive, 16 (30.7%) were negative and 13 (25%) were 
ambivalent about inclusive education. In senior phase, attitudes of 20 (39.2%) 
teachers were positive, 17 (33.3%) were negative and 13 (25.4%) were 
ambivalent about inclusive education. This indicates that there is little difference 
in attitudes of teachers of these phases towards inclusive education. This could 
be because conditions under which the teachers are working in these schools are 
the same. 
 
5.2.4. Factors contributing towards teachers’ attitudes 
 
This study revealed that most teachers cited a lack of adequate training and non-
availability of adequate resources and facilities. This was revealed in part C of 
the questionnaire in which 48 participants expressed non-availability of training 
and non-existence of resources and facilities in their schools.  
 
 LACK OF TRAINING 
 
Eighteen (18) participants cited a lack of adequate training of teachers for 
inclusive education. This was also supported by the manner in which 
respondents answered item number 20 „Teaching of disabled students needs 
specially trained teachers‟. Thirty seven (37) (35%) of participants strongly 
agreed, 50 (48.1%) agreed, 15 (14.4%) disagreed and 1 (1.0%) strongly 
disagreed with the statement and 1 (1.0%) did not respond to the statement. 
83% of the respondents agreed with the statement. 
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This was also revealed in the study that was conducted by Vaughn, et al. (1996) 
in which teachers cited class size, inadequate resources and lack of adequate 
training as factors that would affect the success of the implementation of 
inclusive education. These findings were also supported by other findings cited 
by Al-Khatteeb, 2002; Beh-Pajooh, 1992; Dickens-Smith, 1995; Geldenhys & 
Pieterse, 2005 and Marchesi, 1998. Dickens-Smith (1995), for instance, studied 
the attitudes of both regular and special educators towards inclusion. Both 
groups of respondents revealed more favourable attitudes towards inclusion after 
their in-service training than they did before, with regular education teachers 
showing the strongest positive attitude change. Dickens-Smith (1995) concluded 
that staff development is the key to the success of inclusion. 
 
 LACK OR NON-AVAILABILITY OF ADEQUATE HUMAN RESOURCES 
 
Forty eight (48) respondents cited a lack of adequate human resources to 
implement inclusive education at their schools. These human resources include 
educational psychologists, counsellors, speech therapists, sign-language 
teachers. For instance educational psychologists would assist teachers at an early 
stage to identify students who have psychological problems so that these 
students could be assisted as early as possible. If counsellors were available in 
schools, they would help teachers to manage and cope with the daunting task of 
dealing with disabled students together with their educational needs. These 
human resources would play a supportive role to the school community. 
Teachers, who know and understand sign language and who could teach deaf 
students so that they are not excluded from the inclusive classrooms are very 
scarce. The findings of this study were also supported by other studies 
conducted by Center and Ward, 1987; Myles and Simpson, 1989; Clough and 
Lindsay, 1991; and Avramidis and Norwich, 2002. 
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 LACK OF ADEQUATE PHYSICAL FACILITIES 
 
Forty eight (48) participants also cited non-availability of physical facilities in 
their schools.  These facilities include Braille for blind students, ramps for 
students who use wheelchairs when they want to go to upstairs classrooms or 
libraries, disabled-friendly toilets, it happens that some students tend to bully 
disabled learners or are unwilling to assist them. There is a lack of centres to 
which students with speech challenges can be referred for speech therapy, IT 
equipment, teaching materials etc. Other facilities include assistive devices such 
as hearing aids for students who experience hearing challenges. This was 
supported by the manner in which the participants responded to item number 10 
„My school has sufficient resources or facilities to accommodate disabled students 
in my school‟. 90% of the respondents did not agree with the statement. The 
findings of this study were also supported by Center and Ward, 1987; Myles and 
Simpson, 1989; Clough and Lindsay, 1991; and Avramidis and Norwich, 2002.  
 
5.3  CONCLUSION 
 
This study investigated the attitudes of selected teachers in the Butterworth 
Education district who did not have special training to deal with learners with 
special needs. It is clear from the preceding discussions that teachers are 
generally positive about inclusive education. Training in inclusive education and 
continued professional development are of paramount importance if inclusive 
education is to be successfully implemented. The resourcing process of schools is 
also another most essential and pressing area to be addressed. It would be 
interesting to explore the opinions of disabled students towards inclusive 
education for future studies. 
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5.4  RECOMMENDATIONS 
 
The following recommendations are based on the findings of this study: 
 
 It was revealed that teachers of circuit 7 in the Butterworth Education 
district in the Eastern Cape cited a lack of training pertaining to inclusive 
education, the researcher suggests that the Department of Education 
intensify and expand its training programs. These programs should not be 
in the form of workshops although workshops may be used as platforms 
for the dissemination of new information. For instance, the Department of 
Education could set aside funds to assist teachers to register for inclusive 
education or Special Needs Education courses offered at Institutions for 
Higher Learning such as Walter Sisulu University and other institutions. 
 
 Teachers have cited non-availability of human resources in schools to 
implement inclusive education, particularly in remote rural schools is an 
indication that more and more education psychologists and counselors 
need to be employed so that they can play supportive roles to teachers, 
learners and parents in schools. But the Education Department should 
engage in strategies such as provision of bursaries to encourage more 
students to take psychology studies as a career in addressing the plight 
that faces particularly, the previously disadvantaged schools. Avramidis 
and Norwich (2002) maintain that support could be seen as human, that 
is, learning support assistants, special teachers, speech therapists. Clough 
and Lindsay (1991) argue that special education specialist teachers are 
important co-workers in providing advice to subject specialist teachers on 
how to make a particular subject accessible to children with SEN. 
 
 Another factor cited by some teachers is the lack of adequate facilities to 
implement inclusive education. For instance, the way in which our schools 
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are built. They are built in such a manner that learners in wheelchairs 
cannot move or have access to essential areas that is classes, toilets and 
libraries or even play grounds. The researcher recommends that 
restructured physical out-looking of the schools should be done. These 
improvements would facilitate free movement and improve accessibility to 
all learners. Avramidis and Norwich (2002: 140) maintain that support can 
be physical, that is resources, teaching materials, IT equipment, a 
restructured physical environment and hearing aids. The Department of 
Education should do is to take note of these recommendations and initiate 
the necessary changes. 
 
5.5  SUMMARIES 
 
5.5.1  Introduction 
 
As previously pointed out, some countries are beginning the process of drafting 
inclusive education policies and others are busy implementing these policies. The 
Department of Education of South Africa has already introduced its own Inclusive 
Education White Paper 6 of 2001. The purpose of that document is to outline or 
map out the manner in which inclusive education should be structured and also 
implemented in South African schools. This is very complicated and also a 
delicate practice to transform schools to everyone‟s satisfaction. The next section 
summarizes all the chapters in this study. 
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5.5.2   Summary of chapter one 
 
Chapter one gave an outline of this research project, an overview of its 
background, problem statement, the research questions, objectives of the study, 
rationale, significance of the study, factors that could limit the study and also the 
definition of pertinent concepts. The clarification of the concept was undertaken 
to assist the reader in understanding inclusive education and its related 
terminologies. The intention of clarifying the concept was to avoid ambiguity and 
misinterpretations.  
 
5.5.3  Summary of chapter two  
 
Definition of attitude as a concept together with its three components such as 
psychological, emotional and behavioural parts were discussed. Inclusive 
education as a concept was also discussed, that all children should have equal 
access to education irrespective of the nature of their disability. Attitudes of 
teachers towards inclusive education globally and nationally were discussed 
including comparing rural and urban, male and female teachers. Some of the 
factors that contribute towards such attitudes towards inclusive education were 
discussed, these included child-related variables such as the severity and nature 
of the disability, teacher-related variables such as gender, age-teaching 
experience, grade level taught, training, teachers‟ beliefs and also educational 
environment-related variables such as support services available to schools and 
in the class. 
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5.5.4   Summary of chapter three 
 
In this chapter the survey design was used to conduct the study. The study was 
conducted in Butterworth. The population of 348 and the sample included both 
male and female teachers in both urban and rural schools, 104 teachers 
participated in the study. Stratified random sampling was used to select the 
sample. A questionnaire was used as an instrument to collect data. Pilot testing 
was done and also data collection and analysis procedures were discussed 
including ethical considerations. 
 
5.5.5   Summary of chapter four 
 
In this chapter the collected data were presented in the form of tables and 
numbers. The presented data were also analyzed with SPSS. The analyzed data 
were interpreted by the researcher. The analysis of data showed that teachers‟ 
perceptions about inclusive education were positive. They were knowledgeable 
about it and also prepared and willing to implement inclusive education although 
there were some challenges and concerns when it came to the actual 
implementation of it. 
 
5.5.6   Summary of chapter five 
 
In this chapter the researcher discussed the findings of this study which 
indicated that the majority of teachers were generally positive towards inclusive 
education. He has also compared the findings of the study to the findings of 
other studies. The participants cited several factors contributing towards teacher 
attitudes. These factors included non-availability of training, lack of human 
resources and facilities in the schools to implement inclusive education 
successfully.  
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APPENDIX A 
Letter of application to conduct research 
 
      Walter Sisulu University 
      Department of CPTD: Postgraduate 
      Faculty of Education 
      Nelson Mandela Drive 
Private Bag X 1 
      UMTATA 
      5099 
      21 August 2009 
 
The Superintendent General 
Private Bag X 0032 
Bisho 
5605 
Dear Sir / Madam 
 
APPLICATION FOR CONDUCTING RESEARCH ANDOBTAINING ACCESS 
TO SCHOOLS IN THE BUTTERWORTH SCHOOL DISTRICT IN THE 
EASTERN CAPE PROVINCE 
 
I, KwababaMasibulele Lennox wish to applyfor permission to conduct research in 
the Butterworth school district: Eastern Cape. 
Furthermore I request your permission to have access toschools during school 
hours as I will be hand-delivering questionnaires to teachers who will be 
participants or respondents and also collecting them from these teachers at 
circuit number 7 in the Butterworth school district in the Eastern Cape. 
I am currently a registered student at Walter Sisulu University (WSU) in Nelson 
Mandela Drive (NMD) in Umtata in pursuit of a degree of Masters in Educational 
Management and Policy.  
This research study (dissertation) will form part of partial fulfilment of the 
requirements for the Masters degree. 
Your cooperation will be highly appreciated. 
 
Yours sincerely 
Kwababa M.L.      
 
 
 
 
 
  
121 
 
 
APPENDIX B 
 
 
 
 
 
 
  
122 
 
 
APPENDIX C 
Letter to the school principals 
 
Walter Sisulu University 
Department of CPTD: Postgraduate 
Faculty of Education 
Nelson Mandela Drive 
UMTATA 
5099 
25 August 2009 
 
Dear Sir / Madam 
 
APPLICATION FOR PERMISSION TO HAVE ACCESS TO SCHOOL AND TO 
TEACHERS 
 
I, Kwababa Masibulele Lennox wish to apply to obtain permission to have  access 
to the school  and teachers as I am hand delivering the questionnaires to the 
teachers who have been chosen to be the participants or respondents to the 
study and I will come back to collect the questionnaires from the teachers. 
I am currently a registered student at Walter Sisulu University in pursuit of a 
Masters Degree in Educational Management and Policy. This study forms part of 
partial fulfilment of the requirements for Masters Degree. 
 
Thank you for your cooperation. 
 
Yours faithfully 
Kwababa M.L. 
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APPENDIX E 
 
Questionnaire for teachers in the Butterworth Education District 
 
                Kwababa Masibulele Lennox 
 
PART 1 
 
You are requested to answer all questions. Each question must be answered by 
putting an x mark in the appropriate number provided for that to indicate your : 
 
1. Gender 
 
Male                               1 
Female                               2 
 
 
2.  School where you teach 
 
Urban area                              1 
Rural area                              2 
 
3.  Age 
 
20-30                           1 
30-40                           2 
40-50                           3 
50-60                           4 
 
4.  Your level of education 
 
M+3                              1 
M+4                              2 
M+5                              3 
M+6                              4 
  
5.  Phase you are currently teaching (choose one) 
 
Intermediate phase                              1 
Senior phase                              2 
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6.  Number of years in teaching  
 
1-5                               1 
6-10                               2 
11-15                               3 
16-20                               4 
21-25                               5 
26-30                               6 
31-35                               7 
 
 
 
PART 2 
 
 
1.  Inclusion of disabled students with normal students in one classroom  will 
promote social interaction amongst them. 
 
 
Strongly agree Agree Disagree Strongly disagree 
 
 
2.  Inclusion of disabled students with normal students in one classroom may 
lead to teachers spending more time concentrating on disabled students than 
other students. 
 
Strongly agree a Agree Disagree Strongly disagree 
 
3.  Inclusion of disabled students with normal students in one classroom may 
disturb or negatively affect normal students in their concentration when you are 
teaching. 
 
Strongly agree Agree Disagree Strongly disagree 
 
4.  The inclusion of disabled students with normal students in one classroom will 
help reduce discrimination by normal students towards them. 
 
Strongly agree Agree Disagree Strongly disagree 
 
5.  I know and understand a lot about inclusive education. 
 
Strongly agree Agree Disagree Strongly disagree 
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6.  I will successfully implement inclusive education in my class. 
 
Strongly agree Agree Disagree Strongly disagree 
 
7.  I feel very comfortable to teach a class mixed with disabled and normal 
students. 
 
Strongly agree Agree Disagree Strongly disagree 
 
8.  My experience in teaching has taught me to embrace and accommodate all 
students in my class irrespective of the nature or type of their disability. 
 
Strongly agree Agree Disagree Strongly disagree 
 
9.  My level of education has taught me to embrace all students in my class 
irrespective of  the nature of their disability. 
 
Strongly agree Agree Disagree Strongly disagree 
 
10.  My school has sufficient facilities or resources to accommodate  students 
with disabilities. 
 
Strongly agree Agree Disagree Strongly disagree 
 
11.  As teachers we must encourage parents to their disabled children to our 
schools with normal students. 
 
Strongly agree Agree Disagree Strongly disagree 
 
12.  I am prepared to teach in a class with disabled students. 
 
Strongly agree Agree Disagree Strongly disagree 
 
13.  Majority of students with disabilities may outperform or do better than 
normal students when they are taught together the same lesson. 
 
Strongly agree Agree Disagree Strongly disagree 
 
14.  Teachers must read a lot about inclusive education. 
 
Strongly agree Agree Disagree Strongly disagree 
 
15.  Disabled students should be given equal opportunities with normal students 
in the school. 
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Strongly agree Agree Disagree Strongly disagree 
 
16.  Teachers must visit homes of students with disabilities to assist them in their 
school work. 
 
Strongly agree Agree Disagree Strongly disagree 
 
17.  Teachers must always sympathise with disabled students in schools. 
 
Strongly agree Agree Disagree Strongly disagree 
 
18.  It is a responsibility of teachers to play a leading role in the implementation 
of inclusive education. 
 
Strongly agree Agree Disagree Strongly disagree 
  
19.  Only a limited number of disabled students should be allowed to learn with 
normal students in each class. 
 
Strongly agree Agree Disagree Strongly disagree 
 
20.  Teaching of disabled students needs specially trained teachers. 
 
Strongly agree Agree Disagree Strongly disagree 
 
21.  Teaching a class with disabled students is an extra burden  / workload on 
the shoulders of teachers. 
 
Strongly agree Agree Disagree Strongly disagree 
  
22.  I may leave teaching if I am forced to teach a class with disabled students. 
 
Strongly agree Agree Disagree Strongly disagree 
 
23.  Talking about disabled students in a class that is made up of disabled and 
normal students is an embarrassment to most disabled students. 
 
Strongly agree Agree Disagree Strongly disagree 
 
24.  I know the reasons for implementing inclusive education. 
 
Strongly agree Agree Disagree Strongly disagree 
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25.  The inclusive education is a good successful system. 
 
Strongly agree Agree Disagree Strongly disagree 
 
26.  The achievement or performance of both the gifted and the normal students 
would become worse if they are mixed with disabled students in  
 one class. 
 
Strongly agree Agree Disagree Strongly disagree 
 
27.  Inclusion of disabled students with normal students in the same class will 
increase behavioural problems in all students of the class. 
 
Strongly agree Agree Disagree Strongly disagree 
 
 
PART 3 
 
 
What are your views and opinions about inclusive education? 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
Write your address here  
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APPENDIX F 
TRANSMITTAL LETTER 
Dear Colleague 
Your position in education is an important one. As a teacher you listen to the 
parents and speak to them. You listen and speak to the principal and work with 
him or her. You are a mediator of learning, play pastoral role to our children, a 
servant to the community, representative of parents and you to the government. 
The study may help to throw some light to the education planners, policy 
makers, Department of Education, principals, teachers, parents etc concerning 
inclusive education. 
I am doing a masters degree at Walter Sisulu University (WSU) in Nelson 
Mandela Drive (NMD) in Umtata in the Eastern Cape that is concerned with the 
attitudes of teachers towards inclusive education. 
The purpose of the study is to fulfil the requirements for the degree of masters 
of education. 
We share common interest and concern for the problem under investigation. It is 
on that basis of a common goal of increased knowledge about education that I 
am requesting your cooperation in filling out this questionnaire. 
The questionnaire is contains three parts. The first part is concerned with your 
biographical or personal information. The second part requires you to indicate 
the extent to which you express your agreement or disagreement with the 
statement by putting an x mark in the box representing your choice. The third 
part only asks you to express your views about inclusive education. 
The questionnaire has been carefully studied and evaluated by professionals and 
doctors of education at Walter Sisulu. 
This is a local study that is done in the Butterworth Education district in the 
Eastern Cape. You, and all of the participants, have been randomly selected. 
Permission has been secured from the Department of Education to request your 
cooperation. 
You need not sign the questionnaire and you are assured that your responses 
will remain anonymous and confidential. Your participation is, of course, 
voluntary and you are free to withdraw from the study at any time. 
You are requested to answer all the questions and return the completed 
questionnaire to your school where the researcher will come to collect it. 
You are only given two weeks to complete it. If you wish a summary of the 
study, please check the appropriate box at the end of the questionnaire and 
write your name and address in the space provided for that. 
Thank you for your cooperation. 
Yours truly 
Kwababa M.L. 
Butterworth (Ezifletini J.S.S.) 
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APPENDIX H 
TABLE OF RANDOM NUMBERS 
 
07128  15011  72078  51821  42063  99102 
09632           04711  11008           71043  35126  39345 
00582  27101  87111  11009  12095  23451 
07100  11088  70001  56288  95044  13354 
98634  18346  57102  29003  38005  25305 
 
64117  11007  01011  94303  26422  20922 
31016  79013  69021  71051  53916  81525 
00742  82071  22678  71033  53123  43125 
56832  24200  12421  07831  55099  18103 
54123  44055  94756  64312  99321  23143 
 
09832  33062  71040  6676  18308  48120 
28432  31019  59973  25940  44041  40027 
11001  11732  09922  21021  04123  42937 
36921  12069  74012  35017  35020  43852 
53542  08875  53218  53938  54012  57033 
 
75044  43264  73019  31432  24324  98352 
54202  64921  03211  30748  25381  93204 
06542  58649  47077  38504  42959  47394 
06947  13123  72428  32109  64018  67017 
90015  12473  34801  27481  25813  11205 
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